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Abstract
Alqarni, Ali Mohammed. Ph.D. The University of Memphis. August, 2016. Saudi
ESL students’ acculturative orientations and their influence on their English-speaking
proficiency. Major Professor: Emily Thrush, Ph.D.
Acculturation experiences concerning both the native and mainstream cultures
represent a significant psychological outcome of L2 learning and acquisition. This study
examines how acculturation orientations of Saudi ESL students might or might not be
correlated with or predict their English-speaking proficiency. It also explores how gender
variation influences learners’ acculturation orientation and, subsequently, their Englishspeaking proficiency. In addition, barriers and concerns that could inhibit their
acculturation process are investigated. This study also measures Saudi ESL students’
perceptions of the extent to which ESL programs are culturally comfortable. To this end,
the study details acculturative stressors Saudi ESL students encounter within academic
and nonacademic environments.
Using a nonexperimental mixed-method design, the data were collected using
three methods: a structured web-based survey, an open-ended question, and
semistructured interviews. The web-based survey includes items pertaining to Englishspeaking proficiency, acculturation modes, and acculturative stressors. It was sent
through the Saudi Arabian Cultural Mission (SACM) mailer system to more than 13,000
Saudi ESL students and received more than 1,200 complete responses. The open-ended
question in the web-based survey yielded 129 responses exploring more acculturative
stressors experienced by Saudi ESL students. The semistructured interviews were
conducted with 10 ESL students to investigate acculturative stressors within ESL class
environments.
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Quantitative results suggest that male students improved their English proficiency
more significantly than female students after arriving in the United States; male students
showed significantly higher acculturative levels to the mainstream culture (i.e., American
culture) than female students. However, acculturation levels of both male and female
Saudi ESL students to the mainstream American and/or home culture (i.e., Saudi culture)
do not mediate or hold a causative correlation with the improvement of Saudi ESL
students’ English-speaking proficiency. Meanwhile, female Saudi ESL students more
often significantly agreed that the family obligations acculturative stressor causes
difficulties in adjusting to the mainstream culture than their male counterparts.
Qualitative results reveal that academic stressors, sociocultural stressors, and
perceived discrimination and rejection are the most commonly reported acculturative
stressors in both academic and nonacademic environments. Although a set of different
stressors was found in Saudi ESL students’ responses, the qualitative data revealed that
all participants expressed overall positive perceptions toward their ESL class
environment. In light of the results of the study, practical implications are drawn and
directions for future research are suggested.
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Chapter 1: Introduction
Language learning is not solely a result of individual ability. It is greatly
influenced by dynamic and complex factors such as identity, culture, and social
membership. Language learning is also a result of social interactions and linguistic norms
at both the micro- and macro-social levels (Holmen, 2006). Learning a second language
(L2) in an ESL environment is profoundly influenced by students’ attitude toward the
host culture, its members, and the L2 itself. Significant integration is a result of both
positive and negative interaction experiences and interpersonal variables (e.g., social
relationships and contact strategies with the host culture and culture of origin; Culhane,
2004).
As L2 learning is enriched through contact with the target language group
(Clément, 1980; Noels & Clément, 1996), it should be evident that once a learner adjusts
to the L2 community, there will be positive outcomes. In other words, learning an L2
does not merely involve learning language skills, but it also involves adopting different
symbolic ethnic elements of the L2 community (Gardner, 1979). Moreover, the desire to
learn an L2 motivates individuals to move from their home country to a country where
L2 is the medium of communication. Together, these realities reveal that L2 learners
might struggle with both their home culture and the new culture.
Acculturation
People throughout history have migrated from one place to another. Lakey (2003)
used examples of the Pilgrims and boat people to explore the many reasons behind
human migration, with war and social unrest playing a part, along with education and the
perception of greater opportunities in another country. Immigrants often find themselves
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caught between two very different cultures; they bring with them morals, values, and
behavioral modes that may be very different from those in the host culture, causing them
to feel separated from it. They experience higher levels of uncertainty, and even
seemingly simple aspects of everyday life taken for granted by the host culture will feel
unfamiliar. Initially, they experience much higher levels of uncertainty, but this gradually
reduces over time. Schuetz (1944) observed that this initial stage that immigrants
experience is a “field of adventure... a questionable topic of investigation... and a
problematic situation itself and one hard to master” (p. 108). Over time, the majority of
immigrants start to adapt to the new culture and gain a better understanding of the
behavioral modes and values of the host culture. This process is known as acculturation,
which Marden and Meyer (1968) defined as “the change in individuals whose primary
learning has been in one culture and who take over traits from another culture” (p. 36).
García-Vázquez (1995) described acculturation as the process of people from one culture
adapting to another dominant culture. This process could also lead to changes within one
or even both cultures.
Competency in communication plays a central role in acculturation. Kim (1982)
declared, “Acculturation occurs through the identification and the internalization of the
significant symbols of the host society” (p. 378). Being able to communicate effectively
aids in the process. Kim further explained:
The acculturation process, therefore, is an interactive and continuous process that
evolves in and through the communication of an immigrant with the new
sociocultural environment. The acquired communication competence, in turn,
reflects the degree of that immigrant’s acculturation. (p. 380)
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Cultural and Gender Consideration of Saudis
As this study attempts to explore how acculturative practices of Saudi ESL
students influence their English language proficiency, it is important to highlight the
major components of Saudi culture that might, in one way or another, affect their
acculturation orientation.
The Kingdom of Saudi Arabia (KSA) covers an area of approximately 2,240,000
square km and is the largest country in the Arabian peninsula (AL-Shehry, Rogerson,
Fairweather, & Prior, 2006; Bowen, 2008). Arabic is the official spoken and written
language, and virtually all the citizens of KSA are Muslim (Bowen, 2008; Central
Department of Statistics & Information, 2010). The majority of Muslims in KSA are
Sunni. The Saudi culture is firmly rooted in a combination of ancient social customs and
Islamic religious convictions (Abu Nadi, 2012). The Islamic religion pervades every
aspect of life, and the Saudi constitution itself is based on the Quran (the holy book of
Islam) and Sunnah (the teachings of Prophet Mohammed, peace and blessings be upon
him; Abu Nadi, 2012). Therefore, a strong connection between religion and state is
apparent (Bowen, 2008; Niblock, 2006).
Islam influences not only the political state of KSA, but also the culture of its
citizens. It plays a part in almost every aspect of modern life, including spiritual, social,
and economic aspects. One of the clearest examples of this is the dietary code, as the
consumption of alcohol and pork products is forbidden. Another example is how
interaction between unrelated adult females and males is seen as inappropriate and even
threatening toward families’ reputations and honor (Almuraikhi, 2011). In current Saudi
Islamic culture, women are not supposed to be in the unaccompanied presence of
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unrelated men (Almotery, 2009; Alqefari, 2015; Altamimi, 2014), which has resulted in
the desire for single Saudi women studying in the United States to be accompanied by
legal relatives (Almotery, 2009). In Saudi Arabia itself, the educational system divides
students by sex (Oliver, 1987; Saudi Arabian Cultural Mission to the U.S., 1991). Males
and females attend separate classes after they have completed the first or second grades,
and they are taught by people of the same gender. Quite often, these classes may be held
in separate buildings on campus or even at separate institutions altogether (Al-Banyan,
1980; Oliver, 1987; Saudi Arabian Cultural Mission to the U.S., 1991). When there is not
a sufficient number of female teachers for classes, men may teach classes for females via
a closed circuit TV system (Al-Banyan, 1980; Oliver, 1987; Saudi Arabian Cultural
Mission to the U.S., 1991).
Saudi students who leave to study abroad are faced with the possibility that they
may be in a classroom with people of the opposite sex for the first time in many years.
They may also be taught by a teacher of the opposite sex. Such a situation represents a
culture shock, making it more difficult for students from Saudi Arabia to acculturate into
a different society.
Women from Saudi Arabia often face problems when studying in other countries
with mixed-sex educational systems. They may not feel able to participate fully in
classroom activities due to males also being present in the classroom. Altamimi (2014)
made the observation that females from Saudi Arabia are simply unaccustomed to classes
that may have male students and teachers. As a result, female Saudi students often remain
silent within the classroom (Alqefari, 2015; Altamimi, 2014).
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Saudis in the United States
Recent decades have seen a solid increase in the number of temporary migrants
traveling across national and ethnic boundaries for educational purposes (Bochner, 2006).
The increased funding for study abroad programs and the growing desire to study
internationally support this fact. The Saudi Arabian government is a great example of this
educational growth. Saudi Arabia appears to be engaging in and building relationships
with a number of countries in the hopes of encouraging collaboration with overseas
universities for various political, cultural, educational, scientific, and economic reasons
(Ministry of Higher Education, 2010). The number of Saudi students presently studying
abroad as international students accounts for a substantial number of international
enrollments, particularly in the United States. According to the Ministry of Higher
Education (2010) in Saudi Arabia:
The Custodian of the Two Holy Mosques has inaugurated his scholarship
program under the supervision of the Ministry of Higher Education in order to fill
the needs for specialized national cadres and to contribute to the preparation of
national human resources that are specialized and prepared in the most
distinguished foreign universities. (para. 1)
The key objectives of the program, as rendered in this statement, are to support
Saudis’ employment by fostering them to become knowledgeable and certified workers
and to promote and advance the level of vocational professionalism of these workers. As
all countries work to elevate and develop their employment sphere, this program aims to
send thousands of graduates—those who meet the ministry’s strict qualifications—to the
best universities around the world. Participants are expected to uphold the highest
standards of professional and academic principles throughout the program. Through this
comprehensive study abroad program, scientific, cultural, and educational knowledge is
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exchanged between Saudi Arabia and other countries of scholarship (Ministry of Higher
Education, 2010).
Scholarship recipients are given generous financial support along with many other
privileges that offer them a comfortable environment. Included in recipients’ allowances
are one or more years of intensive English study and financial support for dependents,
such as spouses and children. Perhaps one of the most useful privileges is fellowship
support, which provides spouses and children the chance to study English at any
academic institution of scholarship approved by the Saudi government. Once the spouse
or children have acquired a certain level of English, they may apply to become
independent scholarship students through the fellowship program (Ministry of Higher
Education, 2010).
Currently, the United States and other English-speaking countries welcome
thousands of Saudi students who are sent on behalf of the scholarship program, through
which they are granted the chance to obtain a higher degree. In the 2013–2014 academic
year, more than 100,000 Saudi students were registered at American colleges and
universities, making Saudi Arabia the fourth largest supporter and promoter of
international students studying in America (Taylor & Albasri, 2014). More than one-third
of those 100,000 students are registered in ESL programs nationwide (Saudi Arabian
Cultural Mission to the U.S., 2012b).
Problem Statement
According to Gardner (1979), for learners to acquire an L2 it is important to
include traits of the new culture in their life: “The student’s harmony with his own
cultural community and his willingness or ability to identify with other cultural

6

communities become important considerations in the process of L2 acquisition” (pp.
193–194). Therefore, acculturation experiences concerning both the native and
mainstream culture represent a significant psychological outcome of L2 learning.
According to the acculturation theoretical framework, second language
acquisition (SLA) is seen as only one aspect of acculturation (Nitta, 2006). Schumann
(1978) connected competence in acquiring an L2 to the degree of acculturation and
believed in the existence of a linear relationship between acculturation and SLA, along
with the existence of mediators between these two constructs. He affirmed contact with
the target language (TL) group to be a central component of acculturation, while also
stressing the adoption of the TL group’s values and way of life is not the only factor for
success in acquiring the TL. The acculturation model demonstrates that those who do not
progress well in the L2 exhibit low acculturative levels. It also suggests that
sociopsychological distances constitute mediators between acculturation and SLA
(Schumann, 1978).
The United States has witnessed notable growth among students whose primary
medium of communication is not the English language. Upon arriving in the United
States, many immigrants encounter challenges such as acculturation, educational
concerns, and employment as well as ethnocultural identity struggles, marginalization,
discrimination, feelings of loneliness, and a lack of English language proficiency due to
their varied ethnic linguistic backgrounds (Ward, 2008). These challenges often emerge
from the crucial differences between their home countries and their host countries. In
addition, according to Ward (2008), immigrants feel disappointed and even isolated from
their host society largely due to their lack of prior knowledge of the culture and,
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especially, the language. Thus, there is a growing need to develop knowledge that would
inform the field about Saudi ESL students in the United States, identifying how their
acculturation orientation may or may not influence their English proficiency, especially
their speaking proficiency.
Purpose of the Study
The purpose of this study is to examine how acculturation orientation of Saudi
ESL students may or may not be correlated with or predict their English-speaking
proficiency. It will also examine how gender variation may influence learners’
acculturation orientation and, subsequently, their English-speaking proficiency. In
addition, barriers and concerns that could inhibit their acculturation process will be
investigated.
This study will also measure Saudi ESL students’ attitudes toward and
perspectives of the extent to which ESL programs culturally suit their expectations. To
this end, the study will list any cultural stressors Saudi ESL students may encounter
within ESL classes. The results of the study will have the potential to help understand
acculturative orientation and stressors, which could help predict Saudi ESL students’
English-speaking proficiency.
Research Questions and Hypotheses
RQ1. Do male Saudi ESL students experience greater improvement in Englishspeaking proficiency than female Saudi ESL students?
RQ2. Do male Saudi ESL students have higher levels of acculturation to the
mainstream culture than female Saudi ESL students?
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RQ3. Among Saudi ESL students, does the level of acculturation to the
mainstream culture correlate with improvement in English-speaking proficiency?
RQ4. Among Saudi ESL students, are gender differences in the amount of
improvement in English-speaking proficiency due to (i.e., mediated by) levels of
acculturation to the mainstream culture?
RQ5. What are the most common barriers and stressors that influence Saudi ESL
students’ acculturation process?
RQ7. What acculturative barriers or stressors do Saudi ESL students encounter in
their ESL classes?
RQ6. Do Saudi ESL students feel comfortable with their ESL class settings?
Significance of the Study
As previously discussed, the number of temporary migrants traveling across
national and ethnic boundaries for educational purposes has increased in recent decades
(Bochner, 2006), and Saudi students studying abroad as international students account for
a significant number of international enrollments, particularly in the United States
(Ministry of Higher Education, 2010). Although research has examined temporary
academic migrants (Patron, 2006), the academic component—rather than the social and
cultural dimensions of ESL experiences—has been the primary motivation for
researchers. Similarly, few studies have examined the present situation of Saudi students
on scholarship in their host countries. Shaw (2009) examined the educational experiences
and success strategies of Saudi students in the United States, acknowledging that research
on Arab students in overseas settings, their strategies of adjustment, and their perceptions
regarding different experiences about their home country and the United States is scarce.
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Furthermore, most relevant research emphasizes young immigrants and refugees, not
temporary migrants (Torres, 2001). Thus, a well-designed study is necessary to discuss
the influence of ESL students’ acculturative orientation and stressors on their English
proficiency, especially those students who have strong religious, linguistic, and cultural
identities, like many Saudi Arabians.
This research is anticipated to be beneficial for ESL teachers who are instructing
new Saudi learners of English. The research will introduce data that could potentially
help understand the process of acculturation and L2 development of Saudi students in the
United States. Furthermore, this research could also be useful for Saudi educators,
enabling them to understand the situation of Saudi students during their scholarship
journeys.
Limitations
The population selected for this study is limited to Saudi ESL students in the
United States who are native speakers of Arabic and have completed at least 6 months of
ESL programs before taking the questionnaire survey about acculturation experiences and
stressors. Participants taking the survey are also Saudi sojourners who reside in the
United States on a temporary basis to pursue formal education in ESL programs and who
have not been enrolled in a degree program. Therefore, the findings and conclusions of
the study are not generalizable to all Saudis in the United States. It would be interesting
to conduct further research to explore other dimensions of acculturation experiences and
stressors among Saudi students enrolled in degree programs. Moreover, the study aims to
measure students’ English-speaking proficiency through a self-assessment scale based on
an adapted and abridged scale from the American Council on the Teaching of Foreign
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Languages (ACTFL Proficiency Guidelines– Speaking, 2012). Standardized tests such as
the Test of English as a Foreign Language (TOEFL) and International English Language
Testing System (IELTS) can also be good sources of data for future research with regard
to correlations of ESL students’ language proficiency and acculturation and adjustment
styles in host cultures. Another limitation is that English-speaking proficiency is the only
skill measured for the purpose of this study. Thus, other skills (e.g., reading, writing, and
listening proficiencies) are beyond the scope of this study, and future research can
include these other skills.
Definitions of Terms
Acculturation. Many cultural groups can be found in a particular country. There
can be contact between two different groups having diverse cultures. As a result, a
change in the original cultures of either of them or both can be seen. This process is
called acculturation (García-Vázquez, 1995). Usually, the less dominant culture has to
adapt itself to the dominant one. This is the basic essence of acculturation.
Acculturative stressors. International students living within a new culture
encounter a number of changes to their lives (Smith & Khawaja, 2011). If an
international student considered these changes to be difficult, they would become
“stressors” or “hassles” according to Safdar, Lay, and Struthers’s (2003) model.
ESL students. People learning a foreign language for the first time who have
chosen to study English are ESL students (Lin, 2013).
Vancouver Index of Acculturation. The Vancouver Index of Acculturation
measures the levels to which a person shows characteristics and behaviors related to two
different cultures—usually, the North American culture as the host culture and a heritage
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or a home guest culture. Using a 9-point Likert scale (ranging from strongly disagree to
strongly agree), this 20-item self-report uses a bidimensional model of acculturation
(Ryder, Alden, & Paulhus, 2000). Categories include values, social relationships, and
adherence to traditions. Whereas North American culture constitutes the basis of 10 of
the items, home culture constitutes the other 10. Each scale is given an overall mean;
lower scores indicate a lower association with the culture whereas higher scores indicate
a higher association. Reliability ranged from 0.82 to 0.91 for the heritage culture and 0.85
to 0.89 for the host culture subscale (Goforth, Oka, Leong, & Denis, 2014).
ACTFL guidelines– Speaking (2012). The ACTFL Proficiency Guidelines–
Speaking (2012) reported the following:
Proficiency Guidelines are a description of what individuals can do with language
in terms of speaking, writing, listening, and reading in real-world situations in a
spontaneous and non-rehearsed context. For each skill, these guidelines identify
five major levels of proficiency: Distinguished, Superior, Advanced, Intermediate,
and Novice. The major levels Advanced, Intermediate, and Novice are subdivided
into High, Mid, and Low sublevels. The levels of the ACTFL Guidelines describe
the continuum of proficiency from that of the highly articulate, well-educated
language user to a level of little or no functional ability. (p. 3)
Saudi Arabian Cultural Mission. In 1951, the Saudi government established the
Saudi Arabian Cultural Mission (SACM) in the United States. The aim of this agency
was to act as a bridge between the two countries in terms of various cultural issues and to
administer policies and programs designed to aid the cultural and educational
requirements of Saudi citizens studying in the United States. The SACM also acts as a
link and intermediary between American and Saudi educational institutions, particularly
in areas regarding culture, science, and education. The SACM is attached to the Royal
Embassy of Saudi Arabia in Washington, DC. The mission actually reports to the
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Ministry of Education in Saudi Arabia relating to issues of administration, finance, and
student affairs.
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Chapter 2: Review of Related Literature
This chapter examines literature related to foreigners’ acculturation and
adjustment to a new culture. Definitions, models, and cultural studies are also discussed.
This chapter will also include related studies and perspectives on language proficiency
with respect to acculturation. In addition, a subpart of this chapter will discuss the most
common acculturative barriers encountered by international students.
Theoretical Framework of Acculturation
Definitions of acculturation. Many definitions of acculturation in the field of
linguistics lack precision and consistency, mainly because this definition has been
redefined several times by many researchers over the years (Collier, Brice, & OadesSese, 2007; Kohatsu, Concepcion, & Perez, 2009; Rivera, 2009). The main problem with
the definition of acculturation, according to Kohatsu et al. (2009), is that it has been
influenced by scientific racism, implicitly viewing the dominant White culture as higher
than the incoming nondominant cultures. In addition, acculturation has been commonly
confused with other concepts, such as assimilation and ethnic identity. Lastly, the
different definitions of acculturation have depended largely on whether the term is
conceptualized as multidimensional or unidimensional (Kohatsu et al., 2009).
Earlier scholars such as Redfield, Linton, and Herskovits (1936)—scholars who
have greatly influenced the research of acculturation—defined acculturation as “those
phenomena which result when groups of individuals sharing different cultures come into
continuous first-hand contact, with subsequent changes in the original culture patterns of
either or both groups” (p. 149). A more complex definition of acculturation was
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presented a few decades later by the Social Science Research Council (1954), which
described acculturation as:
Cultural change that is initiated by the conjunction of two or more autonomous
cultural systems.... Its dynamics can be seen as the selective adaptation of value
systems, the process of integration and differentiation, the generation of
developmental sequences, and the operation of role determinants and personality
factors. (p. 974)
Later, Szapocznik, Scopetta, Kurtines, and Aranalde (1978) proposed that acculturation
involves changes in two dimensions: behavior, such as participation in cultural events
and active use of the language, and values, such as changes relating to others, time
adjustments, personal views regarding human nature, and relational style.
More recently, theorists such as Berry (1980, 2003) have argued that acculturation
is a multidirectional process that involves changes in various dimensions, from
monoculturalism to assimilation. Berry (1980) described the process of acculturation as
two diverse cultural groups interacting with one another; this process can be arduous and
disconcerting, particularly for those who face choosing from a variety of acculturation
strategies. Berry proposed another definition in 2003 when he described acculturation’s
vigorous process, which involves a steady change in a number of dimensions for an
individual, such as identity, behavior, personality, attitudes, cultural values, cognitive
style, and language use. In turn, these dimensions influence individuals in different ways,
especially when they are in contact with the new culture, resulting in particular
acculturative outcomes such as separation and assimilation. Kohatsu et al. (2009)
suggested a more contemporary interpretation of acculturation:
The individual’s process of learning about and adopting White cultural values,
beliefs, attitudes, and behaviors into his or her self-concept ... [and] the degree to
which the person maintains his or her own ethnic culture (or other ethnic cultures)
through adherence to cultural values, beliefs, attitudes, and behaviors. (p. 344)
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Although theorists’ definitions have highlighted the many different aspects of this
construct, a more recent understanding of acculturation has proclaimed that this
multidimensional process involves various strategies, thereby generating several
conclusive results. Three other aspects should also be acknowledged: the permanence and
smoothness of the acculturative process, the length of time an individual has had contact
with the new culture, and the adjustment of attitude and behavior patterns (Marin, Balls
Organista, & Chun, 2003).
Acculturation research. At the beginning of the 20th century, the acculturation
process of ethnic groups assimilating into new cultural environments drew the attention
of social scientists such as Robert Park—one of the most renowned melting-pot theorists
(Padilla & Perez, 2003). The Chicago School of Sociology and its ecological framework
inspired Park in 1914 to propose a three-dimensional model comprising contact,
accommodation, and assimilation as major concepts (Padilla & Perez, 2003). Park’s
model laid the foundational work for all subsequent acculturation research. The most
crucial element of his model was the process that newcomers used when they came to the
United States in which they discovered how to acclimate to the new culture and minimize
conflict. This process resulted in a combination of intergroup relations among different
ethnic communities (Padilla & Perez, 2003).
In the mid-1930s, three anthropologists, Redfield et al. (1936), expanded Park’s
three-dimensional model. Each anthropologist made substantial references in their
hypotheses to acculturation as a main construct, working to further clarify the process of
accommodation. Redfield et al. were the first to present an early working definition of
acculturation (Padilla & Perez, 2003). Redfield et al. (1936) emphasized the significance
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of “continuous first-hand contact” between members of different cultural groups during
the acculturation process (p. 149). These three anthropologists indicated that, during
contact, the cultural patterns change at least one of the two interacting groups; however,
that is not to say assimilation would develop indefinitely.
Two decades later, in 1954, the Social Science Research Council furthered the
current conceptualization of the theory of acculturation. According to Castro (2003), the
Social Science Research Council (1954) contributed a psychological dimension to the
theory, asserting that acculturation varies from one person to another due to assorted
individual and environmental factors such as fluctuating lengths of time, developmental
structures, value structures, and personality. Grounded within these two early theoretical
works, scholars in the field began to explore the experimental components that make
acculturation a common process between different cultural groups, yet simultaneously
distinctive between group members (Gonzales, 2006; Padilla & Perez, 2003). Marin et al.
(2003) maintained this view while providing two texts as working examples. They wrote,
“Social scientists have renewed their interest in exploring the relation between
acculturation and a person’s attitudes, behaviors and values and better defining and
understanding the construct and its implications” (p. 208).
The current-day understanding of acculturation has been molded by these early
attempts at explaining the psychological process. Padilla and Perez (2003) drew attention
to Teske and Nelson (1974), who planned the first comprehensive psychological
investigation on acculturation; however, their perspective lacked an explanation of how
individuals of diverse backgrounds familiarize themselves with one another. An
explanation of this oversight was later provided by Berry (1980), who expanded the
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outlook of acculturation to contain four different types of adaptation: assimilation,
integration, separation, and marginalization. Berry’s model of acculturation played a
significant role in affirming that group members have a choice regarding the extent to
which they embrace the acculturation process. This model formed an important
development in acculturation theory that will be discussed later in this section.
With more interest and awareness placed on the acculturation process, researchers
undertook many studies (Marin et al., 2003). Padilla’s multidimensional and quantitative
model of acculturation in the 1980s, for example, stretched the concept of acculturation
by including “cultural awareness” and “ethnic loyalty” as significant aspects that affect
the way in which group members change culturally (Collier et al., 2007; Gonzales, 2006;
Padilla & Perez, 2003). According to Padilla’s (1980) model, “cultural awareness”
embodies the group members’ knowledge and understanding of their native culture and
the new culture, such as knowledge of language, behavioral standards, and cultural
values. Individuals who establish more knowledge regarding their new host culture are
more acculturated than individuals who express a higher knowledge of their native
culture. “Ethnic loyalty” represents individuals’ tendency to retain their self-ascribed
cultural identity, and an attraction to one culture over the other (Gonzales, 2006; Padilla
& Perez, 2003).
The theory of acculturation has since been further expanded by theorists Cuellar,
Arnold, and Maldonado (1995), who provided evidence that the acculturation process is
connected to changes in emotional reactions, behavior, and cognition. This, however, was
not a new realization, as theorists had already touched upon the idea that individuals
modify their behaviors and values in association with the acculturation process. Cuellar et
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al.’s addition of emotional reactions—both internal and external—and an individual’s
personal beliefs about and perceptions of cultural traits proved to be important when it
came to describing the acculturation experience. Although behavioral changes in regard
to acculturation have been recognized (e.g., Cuellar et al., 1995), it has been more
difficult to confirm the cognitive facets of acculturation. This complication is due to the
fact that an individual’s behavioral and cognitive changes resulting from intergroup
contacts do not occur simultaneously (Padilla & Perez, 2003). Clarifying the way cultural
transformation transpires during the acculturation process has been greatly aided by
contributions from many scholars.
Creating an inclusive understanding of acculturation involves tending to several
connected issues. The individual differences in acculturation are principal factors to
recognize (Padilla & Perez, 2003). Padilla and Perez (2003) argued that, to measure
acculturation, it should be theorized as a variable of individual personality traits.
Individuals from diverse groups might contrast in regard to attachment to and
involvement in either their culture of origin or the host culture. A prominent factor in
these differences seems to be the possible advantages of connecting with either of the two
cultures. Individuals’ own perception of suitable cultural customs and values is persuaded
by clear cultural norms, which affect their compromises between both cultures (Padilla &
Perez, 2003). Kohatsu et al. (2009) maintained that individuals progress through
acculturation in different ways, according to their interpersonal preferences and cultural
socialization. Therefore, it is important to prevent and discourage stereotyping and
overgeneralizing when assessing an individual’s acculturation process.
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Padilla and Perez (2003) called attention to plasticity in acculturation processes—
where individuals are able to choose their degree of connection with the new culture by
responding to different variables—which is very different from previous interpretations
of acculturation, particularly regarding concern. Padilla and Perez also affirmed that the
prominent theories of acculturation did not take into account distinct differences and
personality traits, such as indefiniteness, introversion, and sociability. Further, they found
that no explanations were provided regarding how individuals from similar
socioeconomic backgrounds varied in their preference, readiness, and competency to
acculturate. However, Padilla and Perez held the view that current social psychological
research granted the field new conceptual ideas and notions that prove valuable when
reassessing the acculturative processes and pathways of the individual and the group.
A final principle to take heed of is studying an individual’s social identity to
establish a conceptual framework that assists in understanding the construct of
acculturation. As explained by Kohatsu et al. (2009), acculturation overlaps with several
aspects of an individual’s identity. Phinney, Horenczyk, Liebkind, and Vedder (2001)
said, “Ethnic identity becomes salient as part of the acculturation process that takes place
when immigrants come to a new society” (p. 494). Relating to a new culture affects the
reestablishment of both the individual’s personal and social identities. Though the
identities of some newcomers suggest a solid affiliation with the new culture, other
individuals reflect a strong adherence to their native culture (Padilla & Perez, 2003).
Furthermore, it is imperative to account for the cultural context in which
acculturation occurs in order to fully comprehend the acculturation process. Kohatsu et
al. (2009) asserted, “Acculturation is a phenomenon that is contextually based, in that its
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meaning shifts from one context to another” (p. 345). Several social, political, and
cultural environments—both micro and macro—along with various other contexts have
been known to influence the acculturation process. According to Collier et al. (2007),
acculturation as cultural modification transpires when acculturated individuals from
various cultures and subcultures interact with one another, for example, when moving to
a new environment. This takes place in different contexts and might take on different
forms and reactions, such as assorted levels of acculturative stress. Additionally,
adaptation of values, behavior, and languages should be understood as an exchange that
takes place among two or more cultures in an environment where both cultures are
affected. Rivera (2009) maintained that in order to comprehend the factors that affect the
acculturation process for different ethnic cultures, an extensive amount of research in
different contexts is needed.
Berry (1977) contributed to the acculturation theory by suggesting that there was
an increase in the focus of psychological aspects of acculturation. He stated, “In recent
years psychologists themselves have increasingly engaged themselves with a range of
psychological variables, which are thought to precede and stem from changes in a
cultural system” (p. 131). Berry recognized that acculturation analysis, when viewed
from the perspective of an institution or even cultural patterns, only gave a partial picture.
The individual also has a fundamentally crucial role to play in the process. Berry (1980)
identified a number of variables, including identity, language, personality, cognitive
style, and acculturative stress (see also Nicassio, 1985).
Across a series of studies, Berry (1970, 1997) recognized a connection between
individuals’ proven levels of acculturation and their attitudes regarding the observed
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importance of enduring interaction with the host culture. Berry’s (1997) “bidimensional”
theory of acculturation attitudes drew attention to how L2 learners in their new
environment are tangled in between two crucial concerns: maintaining their native culture
and identity and developing their interactions with the new culture (Patron, 2006; Rivera,
2009). He contended that the psychological changes and ensuing results of the process
are dependent on the individual’s negotiation of “cultural maintenance,” in which aspects
of an individual’s cultural identity are believed to be of primary importance, thus causing
increased cultural maintenance. Yet the changes and ensuing results are dependent on the
extent to which individuals contact and participate. Thus, the degree of involvement with
the new community is more important than individuals’ personal cultural values, which
results in a key change in their cultural identity. However, variation in adjustment that
occurs as a result of the host culture’s differing characteristics manipulates the way
learners interact with said culture and, in turn, makes it difficult to introduce accurate
predictions of an individual’s manner of acculturation (Berry, 1997; Patron, 2006).
Berry’s framework identified four possible acculturation strategies, all of which
depend on the choice of affirmation with one’s native cultural group or with the dominant
host group: assimilation, marginalization, integration, and separation (Berry, 2003;
Culhane, 2004; Patron, 2006; Rivera, 2009; Torres, 2001). These four strategies depend
on the significance of cultural maintenance and the level of contact with and participation
in the host culture, which can be recognized by examining two inquiries: (a) Is it
beneficial to maintain cultural identity and characteristics? (b) Is beneficial to maintain
relationships with other groups? Definitively responding to these inquiries with a yes or
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no results in the four acculturation variables that Berry identified (Berry, 1991, 1997;
Culhane, 2004; Duarte, 2009).
Through his bidimensional framework, Berry proposed that acculturation not only
transpires within two dimensions and varies among four different degrees, but also is
essential to differentiation between acculturation within the private sphere (alterations in
the family setting and at the psychological level) and the public sphere (alterations
outside the family setting and at the cultural level; Berry, 1991; Culhane, 2004; Rivera,
2009). Rivera (2009) drew attention to the study by Arends-Tóth, van de Vijver, and
Poortinga (2006) on Turkish immigrants in the Netherlands that concluded that, in the
public sphere, both the Turkish and Dutch cultures were observed as similarly favored,
engendering an attitude of integration. Separately, Turkish migrants wished to preserve
their native culture in the private domain, signifying a stance of separation. Relying on
these results, researchers have proposed a third component (i.e., “domain specificity”) to
this sphere in order to enhance specificity and gauge the acculturation of ethnic groups
(Rivera, 2009, p. 333).
Emphasizing that this four-strategy model is overly restricted and that it is crucial
to observe the acculturation of the host society, Rivera (2009) stated that these
apprehensions have directed fellow researchers’ further development and growth of
Berry’s approach. For example, Bourhis, Moise, Perreault, and Senécal’s (1997)
interactive acculturation model (IAM) consisted of five acculturation modes: integration,
assimilation, separation, anomie, and individualism (Rivera, 2009). Berry’s concept of
marginalization was replaced with the last two modes in an effort to differentiate isolated
individuals who rely on neither the host society nor their own culture from those who
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sense their group as individualist and decide not to relate with either culture to achieve a
certain goal (Rivera, 2009).
More recently, Navas et al. (2005) presented the relative acculturation extended
model (RAEM), which specifically considered the fact that the acculturation process
transpires in many spheres. The authors emphasized that, concerning the public and the
private spheres, acculturation can be gauged among seven spheres: social relations,
family relations, work environment, religious beliefs, politics and government,
economics, and values and principles (Rivera, 2009). Furthermore, they suggested that
immigrants might engage in more than one sphere depending upon the conditions and
environment they experience. Berry (1990, 2003) frequently highlighted the role that the
national and institutional policies play during the acculturation development of minority
or ethnic groups. In multicultural societies (e.g., the United States or Canada), nonnatives
live in locations where diverse populations coexist. Thus, selecting one of the four
acculturative strategies would be more difficult in monocultural societies than in
multicultural societies (Patron, 2006).
Theoretical and Empirical Perspectives on Acculturation with Respect to Language
Proficiency
As L2 learning is enriched through contact with the TL group (Clément, 1980;
Noels & Clément, 1996), it should be evident that once a learner adjusts to the L2
community, there will be positive outcomes. In other words, learning an L2 does not
merely involve learning language skills, but rather adopting different symbolic ethnic
elements of the L2 community (Gardner, 1979). Having the desire to learn an L2 may act
as a motivator for people to move from their own country to one where they can become
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fully immersed in the other language, thereby having to contend with a new culture as
well as their own.
The introduction of the bidimensional models of acculturation (Berry, 1980;
Szapocznik, Kurtines, & Fernandez, 1980) has permitted the acceptance of more dual
cultural identities, each with distinctive varying advantages (Ryder et al., 2000).
According to Gardner (1979), when learners are acquiring an L2 it is important to include
traits of the new culture in their life; thus, “the student’s harmony with his own cultural
community and his willingness or ability to identify with other cultural communities
become important considerations in the process of L2 acquisition” (pp. 193–194).
Therefore, acculturation experiences concerning both the home and host cultures
introduce a significant psychological outcome of L2 learning.
SLA is only one aspect of acculturation (Nitta, 2006), and sociopsychological
distances constitute mediators between acculturation and SLA (Schumann, 1978).
Schumann’s acculturation model (1978) is a sociopsychological- and taxonomy-type
model that places attention on what is realistic rather than what is instructed in SLA in
the dominant L2 learning environment. Schumann’s acculturation model connects SLA
proficiency and contact between the TL and the first language (L1) social groups—
Schumann called this the social and psychological distance in which to gauge an
individual’s level of acculturation.
The essence of this model is that the extent of proficiency in the L2 is determined
by L2 learners’ acculturation to the L2 group (Nitta, 2006; Siegel, 2003), accompanied by
numerous social and personal factors (Noels & Giles, 2009). The primary empirical
evidence for this model was derived from the findings of an observational study done on
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a man named Alberto, an unskilled 33-year-old Costa Rican immigrant who lived in
Cambridge, Massachusetts. During 10 months of observation, Alberto’s interlanguage
development while acquiring the L2 developed only slightly. The case was regarded as
“pidginization,” as it possessed distinctive features of pidgin languages. This was a result
of the social and psychological distance from the host culture, which encumbered the
desire to communicate with English speakers, and thus impeding the normal process of
SLA (Kasper & Rose, 2002; Noels & Giles, 2009). Further, Schumann (1986) continued
to develop his model, accounting for acculturation as “a major causal variable in SLA”
(Kasper & Rose, 2002). He identified two different types of acculturation, which depend
on whether the learner considers the TL group as a reference group or not. Schumann
emphasized that each type of acculturation would efficiently advance SLA (Ellis, 2008).
First, L2 learners can be described as psychologically able to acquire the TL through
adopting certain means, such as language. Second—and more extreme—the learners also
consider speakers of the TL as a reference group and hope, consciously or unconsciously,
to embrace their cultural lifestyle and values (Noels & Giles, 2009).
Schumann’s (1986) sociopsychological model included two sets of variables that
influence the process of acculturation and control an individual’s level of social distance,
which is the degree of contentment with the learning situation, and psychological
distance, which is the degree of integrating with the TL group and achieving contact with
its members (Ellis, 2008). Grounded in his SLA research findings, Schumann proposed
the idea that greater social and psychological distance signifies low acculturation, which
forecasts low levels of L2 development. Additionally, he proposed that the success of
acculturation and L2 proficiency is determined by the amount of interaction and
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communication an individual has with the TL group (Kasper & Rose, 2002; Nitta, 2006;
Ricento, 2005). Schumann (1986) explained this by declaring:
Any learner can be placed on a continuum that ranges from social and
psychological distance to social and psychological proximity with speakers of the
target language, and ... the learner will acquire the second language only to the
degree that he acculturates. (p. 379)
Grounded in Schumann’s model, several other studies have examined the
correlation between acculturation and proficiency in the L2. For example, Schmidt
(1983) used a case study about a Japanese L2 learner, Wes, who lived in Honolulu, to
identify L2 learners’ interlanguage advancements. Schmidt examined Wes’s methods of
acculturation, along with the sociopsychological dimensions, to highlight that 14 of 16
social and psychological variables accelerated the impact on Wes’s SLA. Over a 3-year
observation period, Wes demonstrated advancements in morphology, pragmatic skills,
sociolinguistic skills, and communicative and strategic competence. However, Wes was
unsuccessful in his attempts to learn much of the grammatical structure of the L2.
Schmidt credited this failure to social detachment aspects, such as having a poor attitude
regarding the TL group and a disinterest in interacting with TL speakers. Schmidt
concluded that factors such as low social distance, positive views about the L2
community, and high integrative motivation led to significant communicative
proficiency, but they had little impact on improvements in grammatical competence.
Although Schmidt affirmed that acculturation influences SLA, he maintained that
acculturation could not be considered an aspect accountable for variations in SLA
(Kasper & Rose, 2002).
Language proficiency plays a tremendous role in acculturation, as can be shown
using Hispanic–English bilingual children as an example. Clément (1986) underscored
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the interplay among individual attitudes, motivation, level of acculturation, and SLA
proficiency. By constructing questionnaires in a way that determined students’
motivation, ethnolinguistic skill, and attitudes, Clément looked at evaluating the
proficiency levels of English when spoken as a second language. It became apparent that
when compared with the majority group, people within a minority group displayed not
only a higher level of proficiency, but also more self-confidence in their ability to speak
English as a second language. The degree of acculturation calculated by the frequency of
both L2 use and interaction with L2 speakers was shown to have a link with language
proficiency. However, no significant correlations between attitudes and motivation with
language proficiency were found. One conclusion that can be taken from Clément’s study
is that a clear link exists between being able to communicate orally and the level of
cultural knowledge one can receive.
Stauble (1980) also proved that people who used the English language more
frequently had a greater degree of proficiency. In a study investigating L2 learners’
linguistic progression and stages of acculturation, Stauble described the relationship
between acculturation and learning an L2 as follows:
The acculturation process involves modification in the attitudes, knowledge, and
behavior of individuals and that these modifications involve not only the addition
of new elements to an individual’s cultural background but also the elimination of
certain previous elements and reorganization of others. It is a matter of not merely
adjusting one’s cultural habits but also learning the appropriate linguistic habits to
function within the target language group. (p. 43)
Young and Gardner (1990), according to Hamers and Blanc (2000), shed light on
the interrelation between the modes of acculturation and SLA, but they disagreed on the
effects of L2 variables (e.g., proficiency and self-confidence) during the acculturation
process. Considering acculturation as a linear process requires considering L2 variables
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as indicators of assimilation to the host culture, yet observing acculturation as a
multidimensional process does not necessarily require viewing high scores in L2
variables as signals of linguistic assimilation. Gardner (1985) pointed out that it is
unnecessary to connect additive and substantive bilinguality to socioeconomic variables
of the majority and minority groups; instead, they should be linked to an individual’s
reaction to learning the L2. For example, the English proficiency of Chinese students in
Toronto, Canada, has been attributed to linguistic and cultural assimilation; however, the
students’ self-confidence in learning the L2 was attributed more to linguistic assimilation
(Hamers & Blanc, 2000).
Noels, Pon, and Clément (1996) provided a different interpretation regarding the
relationship between acculturation and L2 proficiency in their study of Chinese students
in Ottawa, Canada. They found that due to increased interaction with English culture and
decreased interaction with Chinese culture, the learners acquired greater linguistic selfconfidence. The researchers concluded that both assimilation and separation characterize
the Chinese community.
In another empirical study involving male 11th-grade students from the Islamic
Saudi Academy in Virginia, Chizzo (2002) investigated the connection between the
psychological and social factors in SLA by using journals along with Schumann’s
acculturation model. Chizzo asserted that language shock, cultural shock, motivation, and
ego all are important factors when establishing the attainment of language acquisition and
pidginization. In addition, L2 learners took advantage of peer interactions.
Dao, Lee, and Chang’s (2007) more recent cross-cultural study concentrated on a
pool of 112 students from Taiwan. The researchers revealed a strong link between
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acculturation and language proficiency—a finding that supported Jiang, Green, Henley,
and Masten’s (2009) study. Jiang et al. revealed that deeper immersion into American
society resulted in increased levels of English language proficiency. Their study, which
focused on an older population of Chinese-English individuals, showed a positive
correlation between the levels of immersion in society and the levels of spoken English.
However, accents did not have a correlation. Kim’s (1977) model suggested that
immigrants with a better command of the English language tend to have higher
acculturation motivation (p. 75).
Gender and Acculturation
Gender is another pivotal variable in the acculturation process. One of the major
goals of the current study is to investigate the intersection of acculturation and gender as
well as language proficiency—specifically, how gender may moderate or hinder the
impact of acculturation on English-speaking proficiency. It is important to examine the
intersection of acculturation and gender and language proficiency because the Saudi
culture has different gender expectations. Although culture changes over time—
sometimes quickly and other times over generations—the Saudi traditional cultural
values still encourage men to take a dominant role, with work and the protection of the
family being important points. Women, on the other hand, can only work or travel within
the masculine boundaries defined for them (Abudabbeh, 2005; Almotery, 2009; Alqefari,
2015; Altamimi, 2014).
Despite the general lack of research studying the links among gender, language
proficiency, and acculturation, some studies have suggested that acculturative differences
between young males and females do exist (Goforth et al., 2014). Previous studies
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targeting participants from Arab cultures have concluded that gender differences may
exist in acculturative styles and experiences (e.g., Ghaffarian, 1998). Females may
experience more difficulty adjusting to a new culture because of the set of expectations
assigned to each gender. For example, females might alter their social behavior (e.g.,
dress) to participate in the host culture. Mixed conclusions have been drawn from the
interactions between acculturation and gender (Galloway & Jenkins, 2005; Msengi,
2003). Cheng (1999) showed that males faced more problems than females, but Berry,
Kim, Minde, and Mok (1987) suggested that more stress was experienced by females
than males.
The current study aims to explore if gender differences influence the acculturation
process and, hence, mediate or hinder English-speaking proficiency in ESL settings.
Sources of Acculturative Stress
Acculturative stress and adjustment challenges are often attributed to forces
working against acculturation. A number of acculturation models by Berry (1997, 2006),
Ward, Bochner, and Furnham (2001), Safdar et al. (2003), and Arends-Tóth and van de
Vijver (2006) revealed that international students living in a new culture would encounter
a number of changes to their lives (Smith & Khawaja, 2011). If an international student
considered these changes to be difficult, they would become stressors or hassles
according to Safdar et al.’s (2003) model.
Amer and Hovey (2007) addressed the mental health problems resulting from a
negotiation between American and Arab cultures and their respective role
responsibilities. The researchers’ quantitative empirical study included 120 participants
who were second-generation Arab Americans. The study used many Internet-based
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methods. Amer and Hovey found that 16.7% of those who participated in the study had
immigrated to the United States when they were younger than 5-years-old but still
encountered health problems, including depression as a result of acculturating into
American society. Consequently, mental health problems amid Arab Americans swelled
because of the need to discuss the differentiations between the American and Arab
cultures.
Similarly, Tong (2000) used the Social Adaptation Questionnaire to study newly
arrived immigrants from China and their inclinations to communicate in English.
According to Tong, of the 190 Chinese adolescents studied, most juveniles were
unwilling to acculturate, which was attributed to the linguistic and social pressures they
felt. Although Ying, Lee, and Tsai (2000) demonstrated in their study of Chinese
immigrant and American-born Chinese students that bicultural immigrants had a greater
sense of solidarity, racial discrimination was the main factor preventing them from
obtaining the American dream, and their cultural pride was negatively affected.
The most commonly recorded acculturative stressors are reviewed in the
following sections.
Language proficiency. The language barrier is one of the major acculturation
stressors faced by international students. Studies of international students have revealed
that the students cite difficulty with language as a major concern (Mori, 2000; Yeh &
Inose, 2003). According to Chen (1999), within the sociocultural and academic spheres,
this stressor also interacts with other stressors. Anxiety caused by a language barrier can
also have a negative effect when it comes to international students interacting with the
local community or forming friendships (Chen, 1999; Mori, 2000). International students

32

with minimal fluency in English encounter problems not normally faced by native
English speakers. Specific issues confronting international students include more time
needed to read and understand assignments, problems comprehending discussions and
lessons in class, and challenges in making themselves understood when expressing
viewpoints and concerns.
Furnham and Alibhai (1985) suggested that the incapability to converse with
confidence in the native tongue prevents people from becoming socially involved in local
society. This low communication ability can often lead to alienation, isolation, and
miscommunication (Sam, 2001). Similarly, Yeh and Inose (2003) reported that
international students with minimal fluency in English encounter multiple problems of
acculturation compared to fluent English speakers. In line with the findings of Yeh and
Inose, people who report satisfactory fluency in English upon arrival in the United States
show higher levels of adjustment than individuals who are not fluent. Conversely, Barratt
and Huba (1994) discovered that higher levels of competence in English led to an
increase in self-confidence and self-esteem, which in turn led to more friendships and
interpersonal relationships within the community. Poyrazli, Arbona, Nora, McPherson,
and Pisecco (2002) also showed that the level of competency in English could be used to
predict international students’ ability to adjust to their new surroundings and community
and interact with the locals. Zhang and Goodson (2011) revealed that English proficiency
could be used as a way to predict sociocultural and psychological adjustment. Several
studies have provided a large amount of evidence demonstrating that lower proficiency in
English can be a predictor for acculturative stress and even depression (Dao et al., 2007;
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Duru & Poyrazli, 2007; Poyrazli, Kavanaugh, Baker, & Al-Timimi, 2004; Smith &
Khawaja, 2011; Sumer, Poyrazli, & Grahame, 2008; Yeh & Inose, 2003).
Discrimination. Some literature indicates that international students’
psychological health is affected by discrimination and prejudice, which also has an effect
on their cultural adjustment (Mori, 2000; Sandhu, 1995; Smith & Khawaja, 2011; Yoon
& Portman, 2004). Asian, Indian, Latin American, African, and Middle Eastern
international students reported higher levels of perceived discrimination than their
domestic or even European counterparts (Hanassab, 2006; Lee & Rice, 2007; Poyrazli &
Lopez, 2007). Poyrazli and Grahame’s (2007) qualitative study revealed that the
participants reported experiencing both covert and overt discrimination when off campus.
International students who perceive that they are experiencing discrimination did not
adapt as well, and links were identified among perceived discrimination, depression, and
poor psychological health.
Sociopolitically, events in the past two decades, including 9/11, have resulted in a
discriminatory attitude toward the Arab community (Haddad, 2004). The Council on
American-Islamic Relations (CAIR) (2009) reported that 135 hate crimes were
committed in the United States during 2007. However, hate crimes reported to CAIR fell
to 116 in 2008. In addition, roughly one-quarter of all American citizens associate
violence and hatred with Islam. This prevailing attitude and hate crimes likely affect
Muslim communities and their youth (Shaw, 2009). Shaw (2009) found that Arab
students reported violence and discrimination and that American citizens’ attitudes
toward Muslim Arabs and citizens of the Middle East transformed almost instantaneously
after the 9/11 terrorist actions.
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A significant number of Muslim American youths experience discrimination on a
daily basis in both their communities and their schools. American Arab boys and girls
have differing experiences; girls encounter increased discrimination associated with their
wearing of a head covering (hijab; Goforth et al., 2014).
Negative stereotypes associated with Arabs and Muslims is another issue
associated with discrimination. Negative stereotyping of individuals from Saudi Arabia
and Arabs in general exists in the United States (El-Farra, 1996; McGowan, 1993;
Qumsiyeh, 1998; Shaheen, 2003). Saudi students in the United States are fully aware of
this negative attitude, which forms a vital part of their educational environment (Shaw,
2009). They face information bias and negative attitudes whenever they watch television
or movies, read the press, browse the Internet, or switch on the radio.
Chiozza (2004) reported that American citizens typically make the assumption
that all Muslim Arabs and Middle Eastern citizens oppose the United States; questions
such as “Why do they hate us?” have been asked continuously ever since 9/11. In the
summer of 2003, a survey conducted by the Pew Research Center found that 44% of
American citizens believe that Islam has a higher probability of encouraging “violence
among its believers” than other faiths and that “49% believe that a significant portion of
Muslims around the world hold anti-American views” (Pew Forum on Religion and
Public Life, 2003). Nevertheless, this issue is neither straightforward nor simple.
Practical stressors. According to Yang and Clum (1995), international students
also experience stressors linked to financial matters. Hull (1978) explored international
students’ difficulties and problems when adapting to a new culture and academic
environment. The most significant problem these students faced was financial. Similarly,
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several studies (Li & Kaye, 1998; Poyrazli & Grahame, 2007; Towell & Weinreib, 1999)
have shown that a large number of international students experience issues related to their
finances, such as the difficulty of working and studying due to legal restrictions as well as
the cost of tuition and fees (Chen, 1999; Mori, 2000). Furthermore, international students
might encounter several stressors related to lifestyle known as practical stressors.
Practical stressors such as transportation and accommodation have also been pinpointed
in some qualitative research studies (Bradley, 2000; Poyrazli & Grahame, 2007).
Homesickness. According to Thurber and Walton (2012), moving away from
home can make a significant impact on first-year university or college students. For a
great number of students, the move abroad represents an intellectual and social adventure,
whereas others only experience overwhelming distress (Thurber & Walton, 2012).
International students studying in the United States frequently report issues of
homesickness (Yi, Lin, & Kishimoto, 2003). Homesickness is regarded as an annoying
factor as adjustment to life in college and relocation can become notable stressors when
coping strategies and resources are both absent (Stroebe, van Vliet, Hewstone, & Willis,
2002). Having left their home, friends, and family behind to pursue international
academic opportunities, students studying abroad often grieve for absent places and
persons while at the same time adjusting to new environmental and cultural pressures,
becoming involved in social network building (Chen, 1999; Mori, 2000; Sandhu &
Asrabadi, 1994). Thus, it is no surprise that more than 30% of international students
report frequently feeling homesick (Rajapaksa & Dundes, 2002).
Sociocultural stressors. Sociocultural stressors usually emerge from cultural
distance between two given cultures. Cultural distance is a reference to the dissimilarity
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gap between cultures (Eustace, 2007). It is also a factor used to predict the way that
people who are acculturating fit in to new cultures. The differentiations are generally in
ideologies, traditions, dietary tendencies, climate, religion, and language. Research has
shown that the more pronounced the differences between the mainstream and the home
cultures are, the greater the acculturative stress is (Berry et al., 1987; Eustace, 2007;
Knowles, 2003). Cultural norms and friendship norms in the mainstream culture may
disrupt international students’ desire to establish friendships, thereby contributing to their
feelings of isolation (Brisset, Safdar, Lewis, & Sabatier, 2010; Wang & Mallinckrodt,
2006; Ying & Han, 2006). Other important sociocultural determinants of acculturation
include, but are not limited to, age, gender, marital status, the length of students’ stay in
the host culture, and intercultural experience before coming to the mainstream culture
(Akhtar, 2012; Berry, 1997; Berry et al., 1987).
ESL Class Environments and Academic Acculturative Stressors
Expectations regarding participants’ learning roles greatly affect their views of the
classroom as well as their willingness to be involved in various types of learning-based
activities. In adult ESL classrooms, both teachers and students bring knowledge from
years of experience and a variety of cultures. Learners can hold expectations regarding
their relationships with the teacher and the attitudes that would prevail in their home
countries (McCargar, 1993). Consequently, international students may experience
acculturative stressors in their ESL classes. The definition of academic stress is when
students believe they do not have adequate time to develop the knowledge base needed
(Carveth, Gesse, & Moss, 1996). Although not limited to international students, academic
stress can be intensified in their case and compounded by L2 anxiety and other stressors,
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such as having to adapt to a new cultural and educational environment (Smith &
Khawaja, 2011). A certain degree of academic stress is considered normal, yet in some
cases, it can be a contributing factor toward depression and other psychological health
issues (Tennant, 2002).
A major contributing factor of acculturative stress among international students,
especially when they believe they might perform better academically than in their own
country, is when their academic expectations do not match the realities of university life
(Chen, 1999; Mori, 2000; Pedersen, 1991). Students from some traditional Eastern
systems of education, such as those in China and Saudi Arabia, are likely to expect a very
formal or authoritarian attitude from teachers. They may be offended or puzzled by a
teacher using an informal style of teaching, such as not calling students by their surnames
or being lenient with students roaming around the class. Many of these students also
expect teachers to create an ordered classroom environment and always correct
grammatical and other mistakes, instead of correcting them only while covering
particular points in specified lessons. When teachers do not meet these expectations,
students may perceive the class and the teacher as lazy or inadequate.
Another example is that some countries focus upon rote learning, whereas in
Western universities, the emphasis is placed on critical thinking. International students
may experience difficulty when adjusting between the two (Aubrey, 1991). Participants
in Liberman’s (1994) study, which focused on Asian international students, indicated that
it was difficult to become accustomed not only to an interactive style of teaching, but also
to the seeming lack of respect shown toward teaching staff. However, they did think that
a critical-thinking style of education was beneficial.
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Teachers also have their own expectations regarding the teaching experience.
Examples include the appropriate behavior of adult students that complies with the
educational and cultural norms of a particular society (McGroarty & Galvan, 1985).
McCargar (1993) explained that if American students, for example, are usually selfreliant, are confident in expressing themselves, and can personally advance with regard to
learning objectives, teachers will have similar expectations from other students and
consequently may unconsciously provide improperly targeted instruction. Hence, there is
clear evidence for the possibility of conflicting behavioral expectations between students
and teachers. If these stressors are not overcome by international students, they will find
it more difficult to be at ease in their new environment, which in turn will have a negative
impact on their confidence, adaption, and language proficiency (Chen, 1999).
If teachers neglect students’ first language (L1) and the influence of culture, the
L2 assessment of learners can be slanted (Thevenot, 2012). Some Asian students, for
example, do not like to quickly answer teachers’ questions; rather, they prefer to take
time to prepare their answers, which may cause an unfavorable instructional delay.
Similarly, some Muslim students do not accept the idea of mixed-gender schools;
consequently, their performance is affected due to their cultural preferences. Such
cultural influences, if not addressed properly, may hinder students’ educational progress.
Directives to the Current Study
Despite the extensive body of acculturation research, notable gaps in the literature
remain. By examining stressors, gender differences, and acculturative orientation, the
current study aims to explore how these are associated and interact with English language
proficiency. Currently, research related to gender and acculturative styles and stressors is
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limited, resulting in inconsistent results. Therefore, it is important to further investigate
these factors and their predictive power for English-speaking proficiency among
international students in the United States. To date, research has not focused on this issue
at all. In addition, although stressors and acculturative orientation have been studied in
different ethnic groups and fields, the sojourner-acculturating group including Saudi ESL
students has not been the subject of focus until now. Because they are international
students with the intention of only temporarily residing in a host country, these students
are less likely to have a support network, which might mean that they experience more
negative mental health issues than more established communities of immigrants who
have permanently settled in a different country (Berry et al., 1987). As very few studies
have been published regarding this variation, it makes it an important area to explore.
Furthermore, the existing literature shows that both male and female students
experience acculturative orientation and stressors within their academic and nonacademic
lives, which can have both positive and negative impacts on their psychological health,
physical well-being, and overall academic achievements. Yet very little research has
focused on how the genders differ in regard to their acculturative experiences and
stressors, and currently mixed conclusions have been drawn on the relationships between
acculturation and gender (Galloway & Jenkins, 2005; Msengi, 2003).
Berry et al. (1987) suggested that females have an increased likelihood of
experiencing a stronger degree of stress than males under the same circumstances.
However, Cheng (1999) asserted that males face more problems than their female
counterparts. Such findings show a lack of real research and understanding in gender
variation and prove the need for specifically constructed research in this area,
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emphasizing the gender factor and the significance it may or may not play in an ESL
grouping, particularly one with cultural, religious, and linguistic backgrounds similar to
those of Saudi Arabia.
Despite the large amount of literature examining acculturation, including some
insightful qualitative research involving international students, many gaps remain. Few
facts have been gathered from qualitative data regarding acculturative stress connected to
an ESL educational environment. Even less research has been dedicated to exploring
what influence these acculturative barriers have on international students in terms of their
personal well-being and academic success, and how this might be predicted by students’
proficiency in English. The intention of this study is to fill these important missing
research gaps related to acculturation.
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Chapter 3: Methodology
This chapter covers the methodology of the study and the research design
employed to answer the research questions. It includes detailed descriptions of study
participants and procedures involved in the data collection and data analysis. The origins
of this research come from both the academic and nonacademic situations experienced by
the researcher and thousands of other people from Saudi Arabia studying overseas. These
experiences led to an investigation of the literature concerning language proficiency and
the importance of acculturation in sojourners and temporary migrants. The literature also
brought to light the importance of acculturation styles and stressors, which then led to the
initial focal points of this research: to explore if Saudi ESL students’ acculturative
orientation is correlated with their self-reported English-speaking proficiency in the
American context, to determine how gender variation might be correlated, and to identify
which acculturative stressors Saudi ESL students might experience in academic and
nonacademic settings.
Research Design
Three data collection approaches were employed in this nonexperimental mixedmethod design study: a structured web-based survey, an open-ended question, and
semistructured interviews. The data were collected using these three methods ensured
that any issues related to credibility, dependability, and conformity of the findings were
suitably addressed, especially with regard to sociocultural and educational domains
(Creswell & Garrett, 2008; De Lisle, 2011; Mason, 2006).
Two phases of the data collection represented three sources of both written and
oral (recorded via note-taking) information. The written data collection involved
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participants completing demographic information and the structured web-based survey
items. In the oral phase of data collection, semistructured interviews were conducted
using note-taking.
Participants
Web-based survey. The selection of participants for the web-based survey was
based on several criteria. First, the students were Saudi ESL students of both sexes who
had been participating in intensive English programs in the United States for at least 6
months. As mentioned in the introduction chapter of this study, the United States and
other English-speaking countries welcome thousands of Saudi students sent on behalf of
a scholarship program to obtain a higher degree. According to the head of the ESL
programs at SACM, more than 13,000 male and female Saudi students have been in the
United States for more than 6 months. SACM rules allow students to enroll in ESL
programs for no more than 18 months, although exceptions for ESL students to extend
the ESL phase may apply. Saudi ESL students are granted full scholarships to pursue
their academic journeys in different academic fields all over the United States. These
13,000 Saudi ESL students were purposely selected to receive the web-based survey. The
selection was based on the fact that a 6-month period is long enough for students to have
both academic and nonacademic experiences in the United States that would affect their
English proficiency level and acculturation.
Initially, 1,203 students responded to the survey. Due to various data screening
and cleansing procedures (presented in the results section below), 77 participants (6%)
were removed, leaving the final sample size at 1,126. Participant ages ranged from 18 to
40 years, with a mean of 25.59 (SD = 4.00). Males constituted slightly more than half of
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the sample (n = 609, 54.10%). Sixty-seven percent of the sample indicated being
unmarried. The participants lived in all areas of the United States, with the most common
being the West (i.e., California, Colorado, Oregon, etc.). Lastly, 33.40% indicated having
been in the United States between 6 months and 1 year, 40.10% between 1 year and 18
months, and 26.60% for 18 or more months.
Interview. Participants selected for interviews came from an intensive English
program in the Memphis, Tennessee, area. The 10 participants included 5 male and 5
female Saudi ESL students who had completed at least 6 months in the program. They
willingly participated and shared the experiences clearly described on the information
form provided to them prior to the interview.
Instruments
Web-based survey. For the purpose of maximizing its validity and reliability, the
survey was based on theoretical considerations that had evolved through previous
literature about the process of acculturation and acculturative stressors. The web-based
questionnaire titled “Saudi ESL Students’ Acculturative Orientations and their Influence
on their English Speaking Proficiency” was created and piloted with a group of Saudi
ESL students before it was used in this study. Web surveys are becoming an increasingly
popular method of collecting data as they enable researchers to gather the information
they need without the need to hire interviewers or pay for printing and postage. Another
benefit of using a web survey is that the data collected can be accurately downloaded into
statistical software without any data entry errors (Witt, 1998).
After the pilot survey was developed, it was given to experienced Saudi
researchers who were Ph.D. students in the English department to critically review the
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survey. The aim was to identify any problems, issues, or ambiguities that might arise.
Feedback gained from this review procedure was used to reinforce the selection and
alterations of the items. A copy of the survey can be viewed in Appendix I.
A link to the survey was provided by Qualtrics after the survey development was
piloted and completed. The survey was designed with seven groupings of items, for a
total of 46 items and 1 open-ended question to gather feedback from participants
regarding acculturative stressors experienced.
First grouping. A brief statement was provided explaining that participants’
input identifying their acculturative styles, acculturative stressors, and self-assessment
about their English speaking proficiency would be beneficial for ESL teachers and
students seeking to develop successful L2 environments as well as in the implementation
of ESL educational agencies’ policies. Another statement in the first grouping of the
survey explained that participation in the survey was voluntary, the survey was
anonymous, and the survey was estimated to take 5 to 10 min to complete. A final
statement asked the participants to click the agreement checkbox if they agreed to
continue and participate in the survey.
Second grouping. Participants were asked eight demographic questions regarding
their gender, age, marital status in the United States, SACM status (i.e., fully sponsored
or self-funded), geographic location (i.e., state), nature of location (i.e., rural town, small
town, small city, medium city, large city, or major metropolitan area), current living
arrangements (i.e., by themselves, with their families, with people of the same home
culture, with North Americans, or with people of different ethnicities), and how long they
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have been in the United States (i.e., less than 6 months, between 6 months and less than 1
year, between 12 and 18 months, or more than 18 months)
Third grouping. The self-assessment method was chosen for this grouping, as it
was considered to be the most suitable methodology for collecting data and testing the
hypotheses of the study. Previous studies suggest that self-assessment language measures
are a valid indication of linguistic proficiency (e.g., Bachman & Palmar, 1985;
MacIntyre, Noels, & Clément, 1997; Ross, 1998; Shameem, 1998; Stefani, 1994). A
number of empirical studies have suggested that bilinguals have the ability to assess their
proficiency in a language and relay their language history in a manner consistent with
their actual performance (e.g., Chincotta & Underwood, 1998; Flege, MacKay, & Piske,
2002; Flege, Yeni-Komishian, & Liu, 1999; Jia, Aaronson, & Wu, 2002).
To carry out assessment of participants’ English oral proficiency, the participants
in this study were asked to assess their English speaking proficiency upon their arrival in
the United States for the first time using an 11-point scale ranging from Novice-Low to
Distinguished. The 11-point scale items constructed for this grouping were obtained by
modifying a scale from. The speaking proficiency scale uses proficiency guidelines to
describe individuals’ ability to speak English. Five levels of proficiency were defined:
distinguished, superior, advanced, intermediate, and novice. The advanced, intermediate,
and novice levels had further subdivisions into high, mid, and low levels. The ACTFL
Proficiency Guidelines–Speaking (2012) levels describe the levels of proficiency as
ranging from a highly fluent professional language user to a low-level user with low
practical ability.
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The ACTFL Proficiency Guidelines– Speaking (2012) scale, which was accessed
through the organization’s website, has been translated into many languages, including
Arabic, the language in which the survey was administered. The researcher used an
abridged version of the descriptions provided by shortening the lengthy full descriptions
into small paragraphs; this was done to save participants’ time and ensure the efficacy of
their comprehension. Furthermore, the researcher found that the Arabic translations of the
English-version sublevels for distinguished and superior had been swapped. Two Ph.D.
students majoring in English whose first language was Arabic were consulted, and they
recommended switching the translations to be accurate and equivalent.
Fourth grouping. Similar to the third grouping, participants were asked to selfassess their English speaking proficiency, but in this grouping the focus was on the
present time. In this way, the researcher aimed to quantitatively measure any significant
changes that might have occurred in their English speaking proficiencies and how such
changes could be correlated and attributed to their acculturative styles as a pivotal
predictor.
Fifth grouping. Different acculturation scales designed to measure acculturation
styles were reviewed (Kang, 2006). As acculturation in the current study was understood
as a bilinear construct (acculturation and enculturation happen together; Berry, 1980,
2003, 2005; Miller, 2007), and due to the focal point of the study being Saudi Arabian
international students, I decided to use the Vancouver Index of Acculturation (VIA;
Ryder et al., 2000) to measure acculturation and enculturation. This scale incorporated
affirmative sentences (e.g., “I believe in the values of my heritage culture/mainstream
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North American values”) and showed positive independence between the two cultures’
subscales (r = –.09; Ryder et al., 2000).
In this grouping, the participants were asked to identify their degree of agreement
on a 9-point Likert scale to 20 items adapted from the English version of the VIA, a 20item self-report using a bidimensional model of acculturation (Ryder et al., 2000).
Categories include values, social relationships, and adherence to traditions. Whereas
North American culture constitutes the basis of 10 of the items, the home culture
constitutes the other 10. Each scale is given an overall mean; lower scores indicate a
lower association with the culture whereas higher scores indicate a higher association.
Previous studies have reported that the VIA’s reliability ranges from 0.82 to 0.91 for the
heritage culture subscale and from 0.85 to 0.89 for the mainstream culture subscale
(Goforth et al., 2014; Zhang, Mandl, & Wang, 2010). In the present study, Cronbach’s
alpha for the heritage culture was .82, and for the mainstream culture it was .80. Thus,
both subscales of the VIA indicated adequate internal consistency according to
conventional standards (Cronbach, 1951).
The VIA was translated into Arabic to ensure participants’ full comprehension
because the potential to comprehend the scale items is less with ESL students. A back
translation process was used; a certified translator selected from the American
Translators Association (ATA) translated the English VIA version into Arabic, and then a
team of two Saudi graduate students in the English department at the University of
Memphis translated the Arabic document back into English. No issues were noted in the
translations.
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Sixth grouping. The participants were asked to identify their level of agreement
to 14 items asking about a variety of acculturative stressors using a 5-point Likert scale
(ranging from Extremely Disagree to Extremely Agree). The acculturative stressor
statements constructed for this grouping were obtained through a comprehensive review
of the acculturation stressor literature and included substressors related to academic,
discriminatory, linguistic, practical, psychological, and sociocultural issues.
Seventh grouping. This grouping consisted of an open-ended question.
Participants were asked to indicate the difficulties and stressors that had most affected
their ability to adjust to the U.S. culture. This question was used to elicit participants’
first-hand acculturative stressors and to elicit additional information in case the choices
provided in the previous grouping did not include their preferred answers.
Data Collection Procedures
Web-based survey (hosted via Qualtrics survey platform). At the beginning of
January 2016, the researcher visited the SACM to distribute the web-based survey. On
January 28, 2016, SACM’s IT team emailed messages to the targeted ESL students
asking that they participate in the survey. The web-based survey was sent through the
SACM mailer system called “SAFEER.” The Qualtrics link to the survey was included in
the email messages sent to more than 13,000 Saudi ESL students who had completed 6
months in intensive English programs throughout the United States. The web-based
survey was administered in Arabic to ensure full understanding of all items in the survey.
Within the first 48 hr approximately 1,100 responses were gathered, and the link was
deactivated after 1,203 responses were recorded.
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Open-ended question. The only question in the web-based survey that did not
apply the force-response feature was the open-ended question, which served as a followup question asking about first-hand acculturative stressors not previously mentioned in
the survey. The text entry feature allowed participants to write about their own
experiences with stressors, ranging from one-word entries to lengthy paragraphs. By the
time the web-based survey was deactivated, the survey had yielded 157 responses to the
open-ended question; only 129 of these responses (males = 82; females = 47) were
analyzed as the remaining 28 responses contained statements that did not add new
information (e.g., “I have nothing to add”) and were thus excluded.
Semistructured interviews. Invitations to participate in the interviews for this
study were distributed to Saudi ESL students through the intensive English program
office at a university in the Memphis, Tennessee, area. Individuals who were interested in
participating contacted the head of the program and/or the researcher, either by email or
telephone, to indicate their willingness to participate. Interested participants who verified
that they met the inclusion criteria of being Saudi ESL students in the United States for 6
months or more were contacted by email or telephone to schedule a time for the
interviews.
Once participants signed consent forms, the researcher asked the interview
questions. Male participants were interviewed first. The researcher explained that no
recordings would be made. Instead, notes were taken according to guidelines given by the
research committee and the university’s Institutional Review Board (IRB). Although
recording captures more in-depth data than note-taking (Pole & Lampard, 2002) and is
considered optimal in qualitative research, when sociocultural and/or religious
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restrictions exist or when a participant is uncomfortable with being recorded, the
responses might be influenced. Note-taking offers another option. According to Pole and
Lampard (2002), although the inability to audiorecord interviews can be disappointing for
researchers for multiple reasons, the value of data gathered via note-taking should not be
discredited. Furthermore, the authors highlighted that the researcher’s selection process
when determining the most prominent data is an important skill, as is gaining proficiency
and speed in taking notes. Thus, notes were taken in all interviews to ensure consistency
in the data collection process.
In addition, due to sociocultural and religious reasons, audiorecording or
interacting with female Saudi participants for this study would not be considered
appropriate or acceptable, as the leading researcher is male. Thus, a female research
assistant was recruited and trained to conduct phone calls and take notes with the female
participants. The training of the female assistant occurred in two phases: (1) training on
the basics of qualitative data collection, and (2) exposure to the Skype calls the leading
researcher made to male participants in order to gain experience on how to conduct the
interviews and maintain consistent data collection procedures.
The interviews were conducted via Skype, lasted between 25 and 30 min, and
were conducted in Arabic. The interviewers asked participants to provide demographic
information, which included age, sex, length of stay in the program, and level of
proficiency in English. After all interviews were complete, data coding and analysis
began, and sample responses were translated into English. A detailed description of
participants can be found in Table 1.
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Table 1
A Description of Interview Participants
Participant
A

Description
A 30-year-old married Saudi female who is accompanied by her family.
She was born in Saudi Arabia and has been studying in the intensive
English program in the United States for 6 months.

B

A 32-year-old married Saudi female who is accompanied by her family.
She was born in Saudi Arabia and has been studying in the intensive
English program in the United States for 6 months.

C

A 29-year-old married Saudi female who is accompanied by her family.
She was born in Saudi Arabia and has been studying in the intensive
English program in the United States for 18 months.

D

A 22-year-old married Saudi female who is accompanied by her family.
She was born in Saudi Arabia and has been studying in the intensive
English program in the United States for 18 months.

E

A 19-year-old married Saudi female who is accompanied by her family.
She was born in Saudi Arabia and has been studying in the intensive
English program in the United States for 18 months.

F

A 22-year-old single Saudi male born in Saudi Arabia who has been
studying in the intensive English program in the United States for 14
months.

G

A 21-year-old single Saudi male born in Saudi Arabia who has been
studying in the intensive English program in the United States for 12
months.

H

A 30-year-old single Saudi male (relative of a female student in the area)
born in Saudi Arabia who has been studying in the intensive English
program in the United States for 18 months.

I

A 25-year-old married Saudi male who is accompanied by his family. He
was born in Saudi Arabia and has been studying in the intensive English
program in the United States for 6 months.

J

A 27-year-old married Saudi male (relative of a female student in the area)
born in Saudi Arabia who has been studying in the intensive English
program in the United States for 7 months.

Data Analysis Procedures
Quantitative data analysis. All inferential statistical tests were conducted with
the alpha criterion set at .05, as set by convention in the social sciences (Field, 2013).
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Research Questions 1 and 2 were evaluated by computing two point-biserial correlations
in which gender was a dichotomous dummy-coded predictor variable (Male = 0,
Female = 1) and the criterion was either improvement in English speaking proficiency or
level of acculturation to the mainstream culture. Research Question 3 was analyzed by
computing a Pearson correlation between level of acculturation to the mainstream culture
and improvement in English speaking proficiency.
For Research Question 4, which assessed whether acculturation to the
mainstream culture mediates the relationship between gender and improvement in
English speaking proficiency, a hierarchical regression was conducted (Step 1: gender;
Step 2: gender + acculturation) with follow-up Sobel tests to determine the statistical
significance of the mediation effect (as per Baron & Kenny, 1986; Sobel, 1982). The
purpose of this analysis was to determine whether there is empirical evidence that the
difference between Saudi male and female ESL students in the amount of English
language improvement experienced since arriving in the United States is due to different
levels of acculturation to the U.S. culture. Due to the fact that mediation can only occur if
the mediator variable (i.e., level of acculturation to mainstream culture) significantly
predicts the outcome variable (i.e., improvement in English language proficiency), the
analysis would only be conducted if empirical support for Research Question 3 was
found (Baron & Kenny, 1986).
Research Question 5, regarding the barriers and stressors that influence Saudi
students’ acculturation process, was answered by both quantitative and qualitative
analyses. Data for this research question came from two sources: (1) the sixth grouping of
questions on the web-based survey assessing specific stressors to acculturation, and (2)
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the open-ended question that appeared at the end of the web-based survey (“Describe
what difficulties and stressors have most affected your ability to adjust to American
culture.”)
Data gathered via the sixth grouping of questions were analyzed through
computing descriptive statistics (i.e., frequencies, means, and standard deviations) as well
as by conducting independent-samples t-tests to determine whether there were differences
between male and female participants in their agreement with the existence of specific
acculturative stressors. Similarly, data gathered through the open-ended question were
analyzed by computing how frequently each type of acculturative stressor was reported.
Data gathered during the in-depth interviews were used to answer Research Questions 5
through 7, and were analyzed through qualitative data analysis, described in the next
section.
Qualitative data analysis. For the qualitative data obtained through the openended question and semistructured interviews, a combined approach of thematic analysis
(i.e., qualitative content analysis) using the framework developed by Ritchie and Spencer
(1994) was employed to answer Research Questions 5, 6, and 7. This was achieved by
broadly utilizing a deductive thematic approach, which served to base the analysis of the
data set from this study on pre-existing theories related to acculturative stress, in
particular. Therefore, thematic codes were categorized and predetermined according to
previous literature on different acculturation models developed by Berry (1997, 2006),
Ward et al. (2001), Safdar et al. (2003), and Arends-Tóth and van de Vijver (2006; see
Table 2). Ultimately, a combined approach using an inductive approach (i.e., data open or
unrestricted coding) was used in order to leave space to explore other unpredicted
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characteristics of the participants’ acculturative stress experiences and to avoid forcing
the data to fit the pre-existing themes or codes.
Table 2
Common Acculturative Stressors
Stressors
Academic stressors
Perceived
discrimination
Linguistic competence

Description
Stressors encountered within the educational domain, such
as teacher-, assessment-, class-, and admission-related
stressors.
Unfair or prejudicial treatment that individuals perceive
because of their affiliation with a certain group (Sanchez
& Brock, 1996).
A stressor that emerges due to an individual’s limited
linguistic knowledge.

Practical stressors

Stressors related to lifestyle issues such as finances,
family, accommodations, and transportation.

Homesickness

A psychological stressor caused by being separated from
home, friends, and people from one’s home culture.

Personality traits

This includes stressful personal traits, such as introversion
and shyness.

Safety and security
Sociocultural stressors

A stressor resulting from one’s self-protection from harm
and danger.
Stressors related to issues such as religion, social norms,
cultural distance, and cultural competence that can be
defined as sociocultural stressors.

Once the data transcripts were collected and the qualitative analysis approach was
identified, two Saudi Ph.D. students studying applied linguistics in a Memphis-based
university English department independently participated, along with the researcher, in
coding the data. These Ph.D. students offered alternative perspectives, thereby ensuring
that one particular perspective did not dominate.
Once the coding team became familiar with the data collected and developed an
understanding of the collected data, meaning they could identify prominent ideas and
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frequent themes, the coding process started following the thematic framework developed
from existing literature. Although the coding team had a set of expected themes, it was
important to maintain a flexible coding process and not force the data to be classified
under those themes.
Data were moved from their original textual forms and used to fill in charts
comprising headings and subheadings assigned during the thematic framework in order to
report the research. The findings were then mapped and interpreted.
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Chapter 4: Results
This chapter presents the results of the present study. It presents both quantitative
(i.e., inferential and descriptive statistics) and qualitative results to examine the questions
and hypotheses of this study. A brief discussion of each result, as well as how each result
was obtained, will also be presented.
Preliminary Analyses
Initial analyses were performed to determine whether any participants should be
removed from the gathered data due to failing to meet the study’s inclusion criteria (e.g.,
age below 18 or over 40 years) and/or taking too little or too much time to answer the
online survey (indicative of participants who completed the survey without carefully
reading and choosing their responses or who were not motivated to complete the survey
in one session). No participants answered the survey too quickly (i.e., response time zscore lower than 3.5); thus, none were removed for this reason. One participant reported
an age younger than 18 years and was removed from the dataset. Six participants reported
an age older than 40 years, and their data were removed prior to the analysis of the study
hypotheses. Twenty-six individuals reported having resided in the United States for fewer
than 6 months; thus, their data were removed.
Analyses were also performed to identify univariate and multivariate outliers.
Using the criterion of a z-score of 3.5 to identify univariate outliers (indicative of an
expected probability of occurrence of 5 in 10,000), no data points exceeded this
threshold; consequently, none were removed. To identify multivariate outliers,
Mahalanobis distances were computed for each participant using the 38 continuous
variables in the dataset, resulting in a Mahalanobis distance of 70.70 as the threshold for
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identifying participants who were multivariate outliers. Using this criterion, 33
participants exceed the minimum Mahalanobis distance and were removed from the
dataset. Thus, the final sample size used for the testing of the study’s research questions
was 1,126.
Finally, to determine the amount of change in English-speaking proficiency,
participants’ ratings of their proficiency upon arrival in the United States was subtracted
from their ratings of proficiency at the time of the study. This variable indicated the
amount of improvement in English-speaking proficiency for each participant and was the
central outcome variable of the study hypotheses.
Quantitative Analyses
Research Question 1: Do male Saudi ESL students experience greater
improvement in English-speaking proficiency than female Saudi ESL students? This
question assessed whether male and female Saudi ESL students differ in the amount of
improvement in English-speaking proficiency since their arrival in the United States. A
point-biserial correlation revealed that males (M = 3.97, SD = 2.46) showed greater
improvement in English-speaking proficiency than females (M = 3.04, SD = 2.09), rpb =
.20, p ≤ .001 (see Figure 1). Thus, Research Question 1 is empirically supported.
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Improvement in English
Proficiency

4.5
4
3.5
3
2.5
2
1.5
1
0.5
0
Male

Female

Figure 1. Mean difference betweenGender
men and women on amount of improvement in
English language proficiency. Error bars in each column represent the 95% confidence.
interval of the mean.
Research Question 2: Do male Saudi ESL students have higher levels of
acculturation to the mainstream culture than female Saudi ESL students? This
question assessed whether male and female Saudi ESL students differ in their levels of
acculturation to the mainstream culture. A point-biserial correlation revealed that males
(M = 5.51, SD = 1.31) reported higher levels of acculturation to the mainstream culture
than females (M = 5.13, SD = 1.37), rpb = .15, p < .001 (see Figure 2). Thus, Research
Question 2 is empirically supported.

Acculturation to Mainstream
Culture

6
5
4
3
2
1
0

Male

Female
Gender

Figure 2. Mean difference between men and women on acculturation to the mainstream
culture. Error bars in each column represent the 95% confidence interval of the mean.
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Research Question 3: Among Saudi ESL students, does the level of
acculturation to the mainstream culture correlate with improvement in Englishspeaking proficiency? This research question assessed whether participants’ level of
acculturation to the mainstream culture correlates with their degree of improvement in
English-speaking proficiency. It was necessary to test this relationship because this
relationship is a prerequisite of mediation analysis (Baron & Kenny, 1986), which was
the aim of Research Question 4. In other words, Research Question 4 could only be tested
if empirical support was found for Research Question 3. A Pearson-r correlation was
computed between level of acculturation to the mainstream culture and improvement in
English-speaking proficiency. The analysis revealed that the two variables did not
significantly correlate with each other, r = .06, p = .063, and thus Research Question 3 is
not empirically supported.
Research Question 4: Among Saudi ESL students, are gender differences in
the amount of improvement in English-speaking proficiency due to (i.e., mediated
by) levels of acculturation to the mainstream culture? The aim of this question was to
address whether gender differences in the amount of improvement in English-speaking
proficiency are due to (i.e., mediated by) levels of acculturation to the mainstream
culture. As explained in the discussion of Research Question 3, mediation can only occur
if the mediator variable (i.e., level of acculturation to mainstream culture) significantly
predicts the outcome variable (i.e., improvement in English language proficiency). Due to
the fact that Research Question 3 was not empirically supported, the mediation analysis
pertaining to Research Question 4 could not be completed. In other words, it is
unreasonable to expect that acculturation to the mainstream culture would act as the
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mediating variable between gender and improvement in English language proficiency if
the relationship between acculturation and English proficiency was not significant and
was very weak (i.e., r = .06; see Figure 3).

Acculturation Orientations

Gender (Saudi ESL
Students in the U.S.)

English-Speaking
Proficiency Levels

rpb = .20, p < .001
Figure 3. Mediation model.
Because acculturation is a bidimensional construct (Berry, 1980, 1997, 2003,
2005; Miller, 2007), additional exploratory analyses were performed to assess whether
acculturation to one’s home culture mediates the relationship between gender and
improvement in English-speaking proficiency. Similar to the results of the above
analyses, the level of acculturation to one’s home culture did not mediate the relationship
between gender and proficiency.
In addition, due to the fact that acculturation to the mainstream culture or the
home culture was not found to be a significant mediator of the relationship between
gender and proficiency, additional analyses were performed to examine if other variables
mediated the relationship. Specifically, items assessing acculturative stressors (i.e., sixth
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grouping) showing significant differences between male and female participants were
considered potential mediators. Thus, separate additional mediation models were tested in
which the following four variables acted as the mediating variable: host culture
competence (Item 2), financial stressors (Item 7), family obligations (Item 10), and
academic concerns (Item 11). The results revealed that, of the four models, significant
mediation was only found for family obligations. Specifically, the indirect effect between
gender and proficiency via acculturation equaled –.08 (Sobel z = –2.42, p = .016) and
represented 9% of the total gender–proficiency relationship (i.e., ratio of indirect to total
effect = .09).
Research Question 5: What are the most common barriers and stressors that
influence Saudi ESL students’ acculturation process? This question assessed the most
common barriers/stressors that influence Saudi ESL students’ acculturation process.
Quantitative data for this research question came from two sources: the sixth grouping of
questions on the web-based survey and the final open-ended question (i.e., “Describe
what difficulties and stressors have most affected your ability to adjust to American
culture”).
Table 3 shows the descriptive statistics for the 14 items assessing specific
acculturation barriers (i.e., sixth grouping, which specifically assesses acculturative
stressors related to 1: linguistic competence; 2: host cultural competence; 3: religion’s
teachings; 4: cultural norms; 5: personality traits; 6: cultural distance; 7: financial
resources; 8: time devoted to ESL classes; 9: perceived discrimination and rejection; 10:
family obligations; 11: academic concerns; 12: health problems or physical disabilities;
13: transportation; and 14: growing presence of people from the home culture). The
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overall mean for all 14 items was 2.86 (SD = 1.16), indicating overall neutral to slight
agreement with the assessed acculturative stressors. However, Table 3 demonstrates that,
of the total (N = 1,126) academic concerns, time devoted to ESL classes, growing
presence of people from the home culture, and religious teachings were the highest
reported stressors as these stressors scored the highest levels of agreements (64.3%,
53.1%, 47.4%, and 46.2%, respectively).
Table 3
Response Frequencies and Descriptive Statistics for Acculturative Stressors
Item

Strongly disagree
(%)

Disagree
(%)

Neutral
(%)

Agree
(%)

M

SD

279 (24.8)

Strongly
agree
(%)
93 (8.3)

1

142 (12.6)

327 (29)

285 (25.3)

2.87

1.165

2*

132 (11.7)

340 (30.2)

336 (29.8)

258 (22.9)

60 (5.3)

2.80

1.083

3

124 (11)

208 (18.5)

274 (24.3)

349 (31)

171 (15.2)

3.21

1.225

4

177 (15.7)

297 (26.4)

331 (29.4)

243 (21.6)

78 (6.9)

2.78

1.156

5

269 (23.9)

315 (28)

227 (20.2)

220 (19.5)

95 (8.4)

2.61

1.271

6

125 (11.1)

285 (25.3)

402 (35.7)

230 (20.4)

84 (7.5)

2.88

1.089

7*

169 (15)

322 (28.6)

273 (24.2)

215 (19.1)

147 (13.1)

2.87

1.258

8

63 (5.6)

220 (19.5)

245 (21.8)

366 (32.5)

232 (20.6)

3.43

1.117

9

136 (12.1)

332 (29.5)

290 (25.8)

274 (24.3)

94 (8.3)

2.87

1.158

10*

236 (21)

360 (32)

243 (21.6)

198 (17.6)

89 (7.9)

2.60

1.220

11*

58 (5.2)

123 (10.9)

221 (19.6)

387 (34.4)

337 (29.9)

3.73

1.151

12

624 (55.4)

336 (29.8)

135 (12)

23 (2)

8 (0.7)

1.63

.826

13

296 (26.3)

335 (29.8)

232 (20.6)

181 (16.1)

82 (7.3)

2.48

1.239

14

115 (10.2)

210 (18.7)

268 (23.8)

335 (29.8)

198 (17.6)

3.26

1.237

Overall

2666 (16.9)

4010 (25.4)

3762 (23.9)

3558 (22.6)

1768 (11.2)

2.86

0.58

*Significant difference between men and women at p  .001.
Regarding the gender differences with respect to the assessed acculturative
stressors, the overall means for the 14 items were 2.85 for males (SD = 0.59) and 2.86 for
females (SD = 0.56), indicating that patterns of attitudes toward the acculturative
stressors as a whole did not vary by gender (p = .870). However, independent sample t-
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tests with Bonferroni corrections (new α = .0036; Field, 2013) were conducted separately
on each item to assess whether men and women differed in their agreement with the
existence of specific acculturation barriers/stressors (i.e., whether women rated a certain
stressor higher than men). As the left-hand column of Table 3 shows, of the 14 items
analyzed, four showed significant differences. Men scored higher on items pertaining to
cultural competence of the American culture, t(1124) = 3.28, p = .001, 2 = .01, and
insufficient financial resources t(1124) = 5.18, p < .001, 2 = .02. Women, on the other
hand, scored higher on items pertaining to family obligations t(1124) = 7.93, p < .001,
2 = .05, and academic concerns, t(1124) = 4.75, p < .001, 2 = .02. By conventional
standards, the effect sizes (i.e., 2) represent small to medium effects (Tabachnick &
Fidell, 2012).
Open-Ended Question Section
When participants were asked to rate their agreement with statements composed
of the most frequently experienced acculturative stressors found in the acculturation
literature, they were also asked to describe their first-hand acculturative stressors and
additional information in case the choices provided in the previous grouping did not
include their preferred answers. This approach allowed the researcher to explore other
acculturative stressors that might have otherwise been ignored. The prompt was as
follows: “Please describe what acculturative stressors have most affected your ability to
adjust to the American culture.” Interestingly, the survey yielded 157 responses to the
open-ended question by both male and female participants; only 129 of these responses
(males = 82; females = 47) were analyzed as the remaining 28 contained statements that
did not add new information (e.g., “I have nothing to add”) and were thus excluded.
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Following the qualitative data analysis methods discussed in Chapter 3, the
researcher used the deductive thematic coding framework based on preexisting categories
of acculturative stressors found in the acculturation literature (see Table 4). Meanwhile,
the researcher maintained an inductive thematic approach as new themes or categories
could emerge in the process of coding and to avoid forcing data to fit under certain
categories due to a lack of preexisting themes. In addition, an “Other” category was
included to avoid forcing the data to fit the preexisting or new evolving themes.
After collecting the responses to the open-ended question, two Saudi Ph.D.
students from an English department participated in the coding and translation processes
to ensure that one particular perspective did not dominate the data coding process. Table
4 summarizes the distribution of the acculturative stressors found in Saudi ESL students’
responses to the open-ended question in the web-based survey.
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Table 4
Distribution of Acculturative Stressors among Saudi ESL Students (Open-Ended
Question)
Stressor
Academic Stressors

Men’s
Responses
(%)

Women’s
Responses
(%)

Total
(%)

17 (18.09)

6 (10.91)

23 (15.44)



Admission Related

4 (4.26)

3 (5.45)

7 (4.70)



Assignment Related

4 (4.26)

0 (0.00)

4 (2.68)



Sponsor Related

5 (5.32)

1 (1.82)

6 (4.03)



Time Related

4 (4.26)

2 (3.64)

6 (4.03)

Perceived Discrimination and Rejection

26 (27.66)

12 (21.82)

38 (25.50)

Linguistic Competence

13 (13.83)

5 (9.09)

18 (12.08)

Practical Stressors

13 (13.83)

6 10.91

19 (12.75)



Accommodation

2 (2.13)

0 (0.00)

2 (1.34)



Family Obligations

2 (2.13)

4 (7.27)

6 (4.03)



Financial

8 (8.51)

2 (3.64)

10 (6.71)



Transportation

1 (1.06)

0 (0.00)

1 (0.67)

3 (3.19)

1 (1.82)

4 (2.68)

0 (0)

2 (3.64)

2 (1.34)

21 (22.34)

21 (38.18)

42 (28.19)

0 (0)

4 (7.27)

4 (2.68)

6 (6.38)

3 (5.45)

9 (6.04)

0 (0)

3 (5.45)

3 (2.01)

Personality Traits
Safety and Security
Sociocultural Stressors




Fear of Cultural/Identity Change
Growing Presence of People from Home
Culture
Cultural Distance




Host Cultural Competence
Loss of Social Support (Inaccessibility to
People from the Host Culture)

3 (3.19)

2 (3.64)

5 (3.36)

3 (3.19)

1 (1.82)

4 (2.68)



Interstate Geocultural Differences

3 (3.19)

1 (1.82)

4 (2.68)




Religious Stressors
Social Norms

2 (2.13)
2 (2.13)

5 (9.09)
2 (3.64)

7 (4.70)
4 (2.68)



Weather

2 (2.13)

0 (0.00)

2 (1.34)

Other

1 (1.06)

2 (3.64)

3 (2.01)

Total

94 (100)

55 (100)

149 (100)
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Although the participants provided a set of acculturative stressors that are not very
different from the ones listed in the survey’s 14 items regarding acculturative stress, two
new emerging minor stressors (i.e., cannot be categorized under preexisting major
stressors) were found: interracial diversity and the growing presence of people from the
home culture. The former refers to the ESL students’ concerns about living in highly
diverse interracial states in which the multicultural environment is dominant; the latter
concerns the increased number of Saudi and Arab people in the host culture. Although
interracial cultural diversity in cosmopolitan areas and the increased presence of people
from the home culture can be positively perceived by the host and/or immigrant groups,
especially in multicultural societies, participants’ attitudes in this context yielded
negative perceptions toward both, as they distract from the imagined mainstream culture
that they think would reinforce their L2 learning and cultural immersion. Participants
believe both stressors block their adjustment to the mainstream culture (i.e., North
American culture), as evident in the Saudi ESL participants’ responses discussed herein.
As Table 4 demonstrates, the acculturative stressors were not equally likely to be
reported. The most common acculturative stressor, according to the Saudi ESL students’
responses, stemmed from sociocultural factors. Table 4 shows that 42 responses (28.19%
of the total responses, ranging from short phrases to lengthy paragraphs) reported implicit
and explicit challenges related to sociocultural distances between the participants’ home
and host sociocultural values. Issues pertaining to religion and host cultural competence
are among the most frequently reported stressors. The immediate interpretation of the
high frequency of Saudi students’ experience of such acculturative stress highlights the
huge cultural distance between the home and host cultures. Reviewing the major
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components of both cultures (e.g., religions, languages, social norms, cultural values)
resulted in the identification of significant differences in terms of these issues among
members of both cultures. A number of Saudi ESL students, for instance, explicitly
reported that a lot of North American cultural activities and values contradict their
religious beliefs. In this context, one participant said, “I want to emphasize that the
biggest obstacle encountered relating to my efforts to adjust to the American culture is
that a lot of activities and social meetings involve behaviors that contradict my religious
teachings.” Similarly, although more specific, another participant stated why her
adaptation endeavors were stressful due the fact that her adjustment to the American
culture may have involved behaviors prohibited in Islam: “Joining some activities and
gatherings such as parties include acts that are prohibited in my religion, such as drinking
alcohol and making friendships with male counterparts.”
Another sociocultural stressor within the same category was the increased
presence of people from the home culture. As seen in Table 4, nine responses indicated
how Saudi ESL students negatively viewed the increased presence of people from Saudi
Arabia or other countries in the Arab world. For example, one participant detailed how
the influx of Saudis into his particular area blocked his adjustment to the mainstream
culture:
Regarding adjustment to American culture, I believe it’s hard for most of the
Saudi students because of the excessive increased number of Saudi students who
haven’t studied or weren’t planned by the agencies supervising the scholarship
program. I think that the interaction with the people of the mainstream culture is
the most important issue that would advance their academic and cultural
proficiencies. Unfortunately, this won’t happen because of their alarming number
that, in some cases, exceeds the number of local people in the town they live in.
Another female participant shared the same concern, but she referred to this stressor
inside the ESL programs that she joined: “The problem is that all the ESL programs I
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joined have a huge number of Saudis. We first tried to communicate in English with each
other; however, we later continued communicating in Arabic. Anyway, this is my
mistake.” Both of these responses reflect negative perceptions toward the large number of
Saudis in both academic and nonacademic arenas.
The other seven responses emphasized the same concern that the increased
number of people from the same cultural background reduced students’ opportunities to
interact with people from the mainstream culture. Hence, opportunities to improve
cultural and linguistic proficiencies, in turn, would decline. These views are anticipated
because of the recent influx of Saudi students to the United States. According to recent
statistics, more than 100,000 Saudi students were enrolled in different academic
programs in the 2013–2014 academic year. Of these, more than 35,000 Saudi students
were enrolled in ESL programs across the United States (Saudi Arabian Cultural Mission
to the U.S., 2012b; Taylor & Albasri, 2014).
Another important sociocultural stressor that Saudi ESL students reported was
host cultural competence. Five responses to the open-ended question fit under this
category. Cultural competence, for the purpose of this study, is the knowledge and skill to
behave appropriately according to the host culture’s norms and conventions. Cultural
competence is multifaceted and incorporates many aspects, including language use,
cultural norms, food customs, socialization, and many other codes of appropriateness. In
this particular study, a group of Saudi ESL students indicated that their low cultural
adjustment was mainly attributed to their limited knowledge about how to behave in
certain social situations. One female participant explicitly declared, “I have difficulty
understanding the culture easily. It takes time.” A male participant implied his cultural
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incompetence in friendship-making norms: “I don’t know how to make friends.” Other
sociocultural stressors identified in participants’ responses included fear of cultural or
identity change, loss of social support, interracial cultural diversity in some cosmopolitan
states (e.g., California, Florida, and New York), cultural distance, and the huge gap
between Western and Eastern cultures.
Table 4 also shows that perceived discrimination and rejection composed the
second most common acculturative stressor, constituting 25.5% (N = 38) of the total
coded responses. Although the responses ranged from one-word comments (e.g.,
“discrimination”) to full paragraph entries, most responses in this category attributed
perceived discrimination and rejection to an affiliation to Islam, the Arab world, or the
Middle East. A male participant reported, “Some Americans hold a lot of prejudice
against whatever Muslim or Arabic. Therefore, there are a lot of difficulties to break this
barrier.” Another participant believed that most Americans hold negative stereotypes:
“Some of them think we are terrorists, and they reject us as friends or even as
classmates.” Furthermore, another participant believed that being a Saudi Muslim
resulted in perceived discrimination: “I encounter difficulties to adapt rapidly to
American culture because of the discrimination against me as a Saudi and a Muslim.”
Female participants mentioned the same source of stress, although they believe
the perceived discrimination, rejection, and negative stereotypes they experienced stem
from the fact that they are physically recognized because they wear a hijab. Unlike their
Muslim male counterparts, the hijab and other dress codes for Muslim women apparently
revealed females’ Islamic identity, causing them to be more exposed to discriminatory
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actions, perceived discrimination, rejection, and negative stereotypes (Goforth et al.,
2014). For example, one female participant concluded:
I’m always hesitant to participate in different cultural activities because I’m
worried of the people’s attitudes toward me for wearing a hijab, especially after
the recent terrorist incidents that have taken place in different parts of the world.
Some of them think that we hold the same radical opinions based on our exterior
appearances.
It is worth noting that the word hijab and its synonyms (e.g., niqab and litham)
were mentioned more than 15 times throughout all responses, indicating sincere concern
about how affiliation with a certain religious or ethnic group and consequences of
perceived mistreatment are a major source of acculturative stress. This concurs with
similar findings that Arab students reported discriminatory acts and that some American
citizens’ attitudes toward Muslim Arabs and citizens of the Middle East transformed
almost instantaneously after the 9/11 terrorist actions (Haddad, 2004; Shaw, 2009).
The results revealed another set of major acculturative stressors, as seen in Table
4, comprising the second most frequent sources of acculturative stress for Saudi ESL
students in the United States. These included academic stressors (15.44%), practical
stressors (12.75%), and linguistic competence (12.08%). Academic stressors, as found in
the participants’ responses, were related to admission, assignments, sponsors, and daily
time spent at the ESL institute. Examples of participants’ responses clearly suggested
how academic stress may hinder their acculturative process, impact their psychological
well-being, and cause L2 anxiety or depression (Smith & Khawaja, 2011; Tennant,
2002). One participant stated, “The minimum requirement of the IELTS score for
academic admission constitutes the biggest obstacle I encountered. One year of intensive
language study is extremely disappointing for a student whose English level is novice.”

71

Another complained about his sponsor organization’s mistreatment regarding different
academic issues: “I feel psychological pressure caused by my advisor assigned to me by
my sponsor organization.” Time spent at the ESL institute is another stressor that a group
of students believed to be a contributing factor that prevented them from integrating with
the host culture: “I’m studying for 6 hours a day in addition to 5 hours at my institute.”
Practical stressors, on the other hand, formed other sources of acculturative stress.
Of these practical stressors, financial and familial stressors were the most often reported.
One participant expressed, “There are always strict and exaggerated financial
requirements when a student wants to buy or insure a car, rent an apartment, or seek a
host family.” Although financial stressors were among the most common stressors in
previous studies (Li & Kaye, 1998; Poyrazli & Grahame, 2007; Towell & Weinreib,
1999), they were relatively less frequently mentioned by the Saudi ESL participants when
responding to the open-ended question. This result might be due to the fact that Saudi
students’ income, either from their stipends or other funds, is relatively high compared to
other students who are self-sponsored or sponsored by other agencies.
Regarding the familial stressors, female participants reported more concerns
related to how family obligations cause acculturative stress: “A lot of Saudi girls
encounter adjustment and adaptation obstacles because they spend a lot of time taking
care of their husbands and their kids. We don’t have enough time to study.” This
particular finding is anticipated due to the expectations assigned to women in the Arab
and Islamic culture, in general, where women are expected to take a bigger role with
regard to home issues, including taking care of kids, cooking, and house cleaning.
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In terms of the second most frequent set of major acculturative stressors,
linguistic competence occurred in 18 responses, constituting 12.08% of the total
responses. L2 anxiety was more commonly mentioned by the male participants, ranging
from one-word comments (e.g., “language” or “English”) to full statements such as: “The
English proficiency factor is the biggest obstacle I encountered to engaging and
participating in the mainstream culture.” English language proficiency, although not one
of the most frequently mentioned issues, was a contributing factor that negatively
impacted some Saudi ESL students. Although studies of international students have
revealed that the students cite difficulty with language as a major concern (Mori, 2000;
Yeh & Inose, 2003) and although Saudi students’ English standardized test scores ranked
among the lowest scores compared to students from other countries (IELTS, 2014;
TOEFL, 2015), language anxiety did not constitute a major acculturative stressor in this
particular study. This result might be due to the fact that L2 anxiety can vanish over time
whereas anxiety about other overwhelming sociocultural factors or discrimination-related
stressors may remain constant or static—if not worsen.
Safety and security as well as personality trait stressors were the least commonly
noted by participants (2% and 4%, respectively). This suggests Saudi ESL students rarely
encounter safety and security issues or personality characteristics (e.g., introversion,
shyness, aloofness, isolation) that hinder their acculturation process.
In sum, the findings from the open-ended question suggest that sociocultural
factors, such as the increased number of people from the home culture, religious and
social norms, and perceived discrimination and rejection due to affiliation with Islam, the
Middle East, or the Arab world, constitute the most frequent sources of acculturative
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stress for Saudi students in U.S.-based ESL programs. The high frequency of
sociocultural stressors found in participants’ responses to the open-ended question
reinforce the assertion that the greater the cultural distance (i.e., social, religious,
linguistic, ideological distances) between the host and home culture, the greater the
acculturative stress (Berry, 1997; Berry et al., 1987; Gass & Selinker, 2008). These
findings also support previous results that perceived discrimination and rejection due to
affiliation with a particular ethnic and/or religious group associated with negative
stereotypes held by the mainstream group are the most encountered stressful obstacles
that either hinder the acculturation process or, in some cases, result in severe
psychological effects, leading to academic failure (Hanassab, 2006; Lee & Rice, 2007;
Mori, 2000; Poyrazli & Lopez, 2007; Sandhu, 1995; Shaw, 2009; Smith & Khawaja,
2011; Yoon & Portman, 2004).
Research Question 6: What acculturative barriers or stressors do Saudi ESL
students encounter in their ESL classes? As described in the methodology chapter
(Chapter 3), note-taking was the most appropriate method for this group of male and
female Saudi ESL participants as the researcher had no access to female participants (i.e.,
audiotape, face-to-face, or even phone calls are socioculturally restricted and refused), yet
the researcher wanted to maintain consistent data collection procedures with both sexes.
When the data were collected, notes that were obtained through interviews were
thoroughly read, reread, mapped, and interpreted in light of the preexisting
comprehensive thematic framework related to acculturative stress (see Table 5).
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Table 5
Distribution of Cultural Barriers Encountered by ESL Students in Their ESL
Environment
Stressors
A
Academic Stressors
 Teacher Related
 Class Environment
 Assessment and Grading Related
 Sponsor Related
 Daily Time Spent in the ESL Institute
Discrimination and Rejection
Linguistic Incompetence
Practical Stressors
 Family Obligations
 Transportation
Personal Traits
Sociocultural Stressors
 Religious Stressors
 Presence of People from Home Culture in ESL
Classes
 Social Norms
 Loss of Social Support
Other

Saudi ESL Participants
Female
Male
B C D E F G H I
✓

✓

✓

✓

✓
✓

✓

✓
✓

✓
✓ ✓

J

✓
✓
✓
✓
✓

✓ ✓

✓

✓ ✓

✓

✓ ✓

✓ ✓
✓

Table 5 indicates that academic stressors were one of participants’ most
experienced acculturative stressors, with subacademic stressors being related to the
teacher, class environment, grading, sponsor, and long time spent daily at the ESL
institute. Participants D, F, and G, for example, reported their academic stress caused by
their teachers, respectively, as follows:
Our teacher extensively uses lengthy vocabulary that’s difficult to understand or
memorize.
I have been with a teacher whose teaching methods are different from those we
are familiar with in other teachers’ classes. Honestly, I was upset being in her
class.
There are some teachers whose teaching quality is much higher than our level as
ESL students. I believe that they should teach college-level ESL students.
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Two participants commented on class environment. For example, Participant J reported:
Moving from one building to another—where they are located very far from each
other—is one of the shortcomings of our institute. In addition, the railway is close
to the ESL institute building, causing a lot of noise and interruptions to the
classes’ progress.
Participant A, commenting on a different topic that can be categorized under the class
environment stressor, noted, “There are a lot of students allocated together in each class.”
She added, “This may hinder our participation and academic progress.”
Two other students highlighted the academic issue of assessment and grading
stressors. Student F mentioned an example on how the exam policy at the institute is very
strict:
Classes stopped for a couple of days due to inclement weather. They were then
resumed without any rescheduling of our exams. This caused me to earn low
grades, which in turn almost caused me to be terminated from the ESL program
and the scholarship program as a whole.
On the same topic, Participant D complained about the grading policy followed by some
teachers with regard to misspelling. She argued, “Teachers focus on spelling mistakes.
They consider the whole sentence wrong if you make only one spelling mistake.”
The daily time spent in ESL classes was another academic concern stressed by
two participants (i.e., F and G). Participant G, for example, believed, “The time I spend in
my ESL classes is the biggest challenge I face. It prevents me from integrating with the
community.”
Students’ remarks on academic stressors can be understood in light of McCargar’s
(1993), Carveth et al.’s (1996), Smith and Khawaja’s (2011), and Tennant’s (2002) views
regarding learners’ expectations and attitudes toward their classroom, teachers, and
learning-based activities as well as how these expectations and attitudes may in one way
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or another conflict with what would prevail in the host culture’s educational system.
Consequently, international students may experience acculturative stressors inside their
ESL classes.
Quite similar to academic stressors were sociocultural stressors, which were also
among the most experienced stressors encountered by the ESL participants. These
include the home culture’s social and cultural traditions that the participants believe
restrict the behavior they are expected to maintain in the host culture. Among these
sociocultural stressors, social norms were reported as the most commonly experienced.
Four of the 10 participants (2 female and 2 male participants, B, C, F, and G,
respectively) clearly expressed that having mixed-sex classes challenged their efforts to
adapt to the ESL classes. Participant B noted that “it is the presence of Saudi men and
some other men from different nationalities in the same classes and the institute as a
whole” that was the biggest stressor for her. Participant C responded similarly, although
she only mentioned “Saudi men,” indicating the issue is more social than religious in
nature. The male Participants F and G held the same opinions. Participant F, for example,
said:
The presence of Saudi women in the same class, especially those married and
especially when we are put together in small groups, is extremely embarrassing. It
is difficult to the extent that I maintain eye contact only with my teacher. It causes
me great embarrassment.
Although stress from coeducational courses has two sources of attributions—
namely, religious teachings and social norms, which both prohibit mixing of the sexes in
almost all work and educational environments in Saudi Arabia—Participant G responded
to a follow-up question that the source of this embarrassment is not due to Islamic
religious teaching, but rather to social norms followed by Saudi people: “It is because of
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social norms rather than Islamic teachings. If it is due to the Islamic teachings, it would
be with any other women from different nationalities or religious backgrounds.” This
distinction was important even for the researcher himself, who sometimes found it
difficult to create a clear distinction between what could be attributed to religious
teachings versus social norms.
Another sociocultural aspect that the participants considered to be stressful in
their acculturation experiences inside ESL classrooms and institutes as a whole is the
stressor of religious teachings. Religious teaching stressors are those Islamic teachings
that Muslims believe they have to adhere to because they have been commanded to do so
through the two sources of Sharia law: the Holy book of Muslims (Quran) and the
Prophet Mohammed’s sayings (hadith or sunnah). Muslims consider any violation of
these teachings to be sinful wherever they are. One of these violations of Islamic
teachings is mixing with male counterparts, unless a dire need to do so exists.
The interview results indicated that three female participants explicitly expressed
that mixed-sex classes, in which male students interact with female counterparts,
contradict their religious values. They believe that interacting with male students from
any background is one of the obstacles hindering their acculturation and adaptation to the
ESL classrooms. Participant A said, “Mixing with other males is one of the obstacles that
I encounter in my ESL classrooms. It simply contradicts my religion.” Interestingly, no
male participant mentioned any religious concerns related to mixed-sex classes. This
might be due to the fact that women’s issues (e.g., dress codes of Muslim women,
coeducational work and educational environments, and car driving) have always been at
the center of heated debates among different intellectual spectrums in Saudi Arabia. From
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a Saudi Islamic viewpoint, these are the most contested points that require Muslim
families to socialize their daughters in order to protect their chastity and honor (Minces,
1982). Consequently, the magnitude of females’ religious concerns and boundaries are
reflected in the number of female responses categorized under this theme, in terms of
acculturative stressors inside the classroom or when integrating with the host culture
community outside the classroom.
A third sociocultural stressor echoed in the participants’ responses to the question
of acculturative stressors encountered inside their ESL classrooms and environments
focused on the increasing number of people from the home culture within the same
classrooms or ESL institute environment. According to the participants, this is one factor
that hinders them from acculturating and/or integrating with people from the host culture
or other cultures in their ESL programs. Participant A, who is female, stated, “The
presence of other girls who speak Arabic in the same classroom decelerates learning
English. Their presence in my classroom causes permanent arguments with them and
creates fears about making mistakes in front of them.” Such responses were categorized
under the substressor of the presence of people from the same home culture as part of the
major sociocultural stressor. Regardless of whether the Arabic speakers are Saudis or
Arabs, respondents explicitly expressed that they were annoyed even by the presence of
same-sex classmates from the same home culture because they limited opportunities to
acculturate, make friends, and practice the TL. Like female Participant A, Participant G
expressed that he is not satisfied with his acculturative performance as he spent all
weekend with peers from a Saudi background: “I haven’t been participating in the
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activities organized by our ESL institute on the weekends. Rather, I spend every weekend
with my Saudi peers.”
Decreased interaction with people from the home culture and increased
interaction with people from the host culture will undoubtedly increase ESL students’
chances to improve their L2 proficiency in a timely manner, as suggested by many
empirical studies. Not only would language proficiency be improved due to assimilating
with the host community, but cultural competence and self-confidence would also be
enhanced—both of which would allow ESL students to maintain their psychological
well-being, thereby overcoming their acculturative stress.
As seen in Table 5, another acculturative stressor in the participants’ ESL class
environment, albeit less common than academic and sociocultural stressors, was their
perceived discrimination and rejection. Similar to the religious teaching stressor, only
female participants pointed out that they perceived discrimination inside their ESL
institute, which they believed was due to wearing a hijab. As mentioned earlier in the
literature review (see Chapter 2), Muslim women may be exposed to more discriminatory
actions because of the visibility of their Islamic identity as they mostly wear a hijab when
they are outside their homes or attended by a nonfamilial male (Goforth et al., 2014).
This perceived discrimination was echoed by female Participants A and B. According to
Participant A, “I perceived discrimination against me because of wearing a hijab.”
Similarly, Participant B commented, “Unlike other students from other backgrounds,
there was a teacher who dealt with us in a way that made us feel rejected, especially those
who were wearing a hijab.”
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Participants mentioned other stressors related to linguistic competence and
practical stressors, such as family obligations and transportation. However, they did not
consider these to be as important as the academic and sociocultural stressors as they were
mentioned less frequently.
In sum, the data indicated that the most acculturative stressors experienced by the
Saudi ESL students in their class environment were either academic stressors (related to
teachers, class environment, assessment and grading, sponsor, and daily time spent in the
ESL institute) or sociocultural stressors (represented in social norms, religious teachings,
and the presence of people from the home culture). A third area mentioned by some
female participants was perceived discrimination. These findings concur with the
researcher’s expectations as most of the previous research asserted that academic and
sociocultural concerns are among the most common sources of acculturative stress that
have the potential to hinder ESL students’ adjustment to the host culture.
Research Question 7: Do Saudi ESL students feel comfortable with their ESL
class settings? This question, in particular, differs from the previous questions in that it
attempts to elicit students’ overall perceptions of their comfort with ESL class settings
and the ESL institution environment as a whole. An inductive approach (i.e., data
unrestricted coding) was used to interpret the obtained data with regard to the question.
Saudi ESL students’ overall perceptions indicated that they are comfortable and
satisfied with their ESL class settings and the whole environment of their ESL institution.
Both males and females held the same positive perceptions almost equally. The following
examples from participants’ comments confirm their comfort and satisfaction. Participant
A said, “I like my ESL institute’s environment in all aspects, I’m comfortable with it.”
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Similarly, Participant B reported, “Overall, the ESL institute’s environment is
comfortable and I feel adapted to it.” Meanwhile, Participant H stated, “Generally, my
ESL institute’s environment is comfortable. I’m always waiting for the time to go to my
ESL classes.” Participant J concurred with this sentiment: “My ESL institute’s
environment is perfect, especially those activities held on Fridays like going for lunch to
restaurants, parties, and evening meetings. I adapted to this environment and I feel
extremely comfortable with it.”
Although all students’ responses look harmonious in that they agree with the
comfort they experience in their ESL classes and institute environment, two students did
not hide the acculturative stress that they experienced, especially during earlier levels in
the ESL program, when they first arrived. Participant C that, “At the earlier levels, I felt
some worries; however, after a while and with my English improvement, I felt
comfortable. Generally, the ESL institute’s environment is comfortable and I feel
comfortable [now].” Similarly, Participant G remarked, “At the beginning, I wasn’t
adapted to the ESL institute’s environment due to my limited language proficiency. I felt
depressed, but after that my English improved and all my worries started to vanish.
Generally, I’m comfortable now.” As seen from these remarks, both students experienced
acculturative stress resulting from their low English proficiency, which caused
discomfort at the earlier levels. This is normal at the earlier stages of acculturation after
first arriving in the host culture. Lakey (2003) pointed out that immigrants, in general,
experience much higher levels of acculturative stress and uncertainty, but this gradually
decreases over time. Despite this linguistic stress early in their ESL journey, the students
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stated that they generally became more comfortable with their ESL class settings and
environment as their English proficiency improved.
Similar to Participants C and G, who encountered acculturative stress due to their
linguistic competence, the other participants—as evident in their responses to the
question asking about acculturative stressors in ESL class settings—reported a number of
acculturative stressors encountered within their ESL class settings. However, their overall
positive perceptions indicated a positive cultural and academic adjustment to their ESL
settings. This can be interpreted through Berry’s (2005, p. 708) argument about why
“acculturative stress” is better terminology than “cultural shock,” as the latter implies
only negative connotations whereas the former commonly connotes a psychological
experience that can vary from positive to negative valences (p. 708). In other words,
acculturative stressors are commonly expected among international students, especially
during their first year in the host culture. Depending on students’ coping strategies, these
(positive) stressors can be overcome over time. Otherwise, they might cause severe
psychological impacts if those stressors are extreme (negative) and students lack effective
coping strategies.
The next chapter will discuss in detail the key findings in light of the previous
literature. It will also suggest a set of practical implications and propose directives for
future empirical research on acculturation with respect to L2 proficiency based on the
current study’s findings.
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Chapter 5: Discussion of Results, Practical Implications, Limitations, and Directions
for Future Research
This chapter discusses the key findings of this study and presents how these
findings can inform the field of ESL by introducing practical implications for ESL
educators, ESL organizations, and policymakers in Saudi Arabia and the United States.
The final section presents limitations and future directions for ESL and acculturation
researchers.
Discussion of Results
As mentioned earlier in this study, the initial focal points of this research were to
explore whether Saudi ESL students’ acculturative orientations—in particular,
acculturation to the mainstream host (i.e., American) culture—are correlated with their
self-reported English-speaking proficiency in the American context as well as determine
if gender variation might intersect with both constructs (i.e., acculturation styles and
English-speaking proficiency). This information would help identify which acculturative
stressors Saudi ESL students might experience in academic and nonacademic settings.
Finally, the study sought to examine Saudi ESL students’ perceptions on comfort in ESL
class environments if acculturative stressors do exist.
Saudi ESL Students’ Acculturative Orientations and English-Speaking Proficiency
In order to explore whether empirical support exists for a correlation between
Saudi ESL students’ acculturation orientations and improvements in their levels of
English-speaking proficiency as well as whether participants’ gender predicts such a
correlation, a set of phased inferential correlational statistical tests was conducted. These
correlational statistical tests separately attempted to determine if gender is a predictor
variable of improvement in English-speaking proficiency, if gender is a predictor variable
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of level of acculturation to the mainstream culture (i.e., American culture), if
improvement in English-speaking proficiency is due to (i.e., mediated by) levels of
acculturation to the mainstream culture, and if gender is a predictor variable in the
amount of improvement in English-speaking proficiency when mediated by levels of
acculturation to the mainstream culture (if mediation was found).
Initially, it was found that males more significantly improved their English
proficiency than females after arriving in the United States: rpb = .20, p ≤ .001.
Furthermore, males showed significantly higher acculturative levels to the mainstream
culture (i.e., American culture) than females: rpb = .15, p < .001. However, the results
also revealed that acculturation levels to mainstream American culture of both male and
female Saudi ESL students do not mediate or hold a causative correlation with the
improvement of Saudi ESL students’ English-speaking proficiency in this particular
study. Hence, empirical support for the central hypothesis of this study—namely, that
gender differences in the amount of improvement in English-speaking proficiency are
due to (i.e., mediated by) levels of acculturation to the mainstream culture—is not found.
Additional exploratory inferential statistical tests were performed to explore what
possibly mediates (i.e., constitutes a direct or indirect cause of) the significant gender
differences found in the amount of improvement of English-speaking proficiency. One of
these statistical tests sought to determine if levels of acculturation to the home culture
(i.e., Saudi culture) would have a causality mediation of levels of improvement of
English-speaking proficiency. Similar to the previous finding, no empirical support was
found. However, the acculturative stressor family obligations, where female Saudi ESL
students more often significantly agreed that the family obligations stressor causes
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difficulties in adjustment to the mainstream culture than their male counterparts,
explained 9% of why female participants reported significantly less improvement in
English-speaking proficiency than male participants.
The results of both the extent of improvement in English-speaking proficiency
and the extent of acculturation into American culture among male ESL students were as
expected by the researcher. The researcher expected that the progress in English would be
a result of acculturation into the mainstream host (American) culture. Male and female
participants in this study showed statistically significant differences in their acculturation.
However, contrary to the expectation, this acculturation did not have a causative
relationship with the progress noticed in the male or female participants. These results
were also somewhat contrary to findings from the previous literature, which supported
and confirmed a direct positive correlation between L2 skills and direct contact with the
community that speaks the L2 (Clément, 1986; Dao et al., 2007; Gardner, 1979; Nitta,
2006; Schmidt, 1983).
The research attempted to find other explanations for these statistically
unconnected results by measuring only the degree of adherence to the home culture. This
might explain why the male ESL students reached a higher level of acculturation than the
female counterparts. The reason could be the greater level of connectedness and
adherence to the home culture. However, no statistically significant difference emerged
between men and women in this particular study that would confirm that one gender was
higher in this aspect. Consequently, participants’ acculturation of all kinds, whether
toward the mainstream American culture or the Saudi home culture, had no direct
causative relationship with the levels of improvement in speaking English for the men.
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Schumann (1986) confirmed that a direct connection does not necessarily exist
between the methods of acculturation with the L2 community and improvement in the L2
as a direct cause. Schumann (1986), Kasper and Rose (2002), and Gardner (1985)
confirmed that care must be taken with these conclusions, and the relationship should be
considered as potentially secondary. These studies also pointed out that the interrelation
between the modes of acculturation and SLA does not solely explain the effects on L2
variables (e.g., proficiency and self-confidence) during the acculturation process.
Considering acculturation as a linear process requires considering L2 variables as
indicators of assimilation to the host culture, yet observing acculturation as a
multidimensional process does not necessarily require viewing high scores on L2
variables as signals of linguistic assimilation.
Thus, the process of acquiring an L2 in general or improving language skills,
whether speaking or others, is a phenomenon that can be predicted to a small degree from
its variables, because such extremely complicated processes are affected by quite a few
factors. This study investigated one such factor. However, the exploratory statistical
experiment showed a causative statistically significant relationship between the rates of
English-speaking proficiency improvement among males and females and the
acculturative stressor family obligations in the L2 community. The family obligations
stressor explains 9% of the statistically significant differences between males and
females. Thus, the results suggest female participants were more affected by this stressor
than males, which hindered them from acculturating and thereby improving their levels
of proficiency in spoken English. Consequently, males demonstrated a noticeably greater
improvement. This result concurred with the expectations, as the very nature of Saudi
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culture and many other Middle Eastern cultures to a great extent requires Saudi women to
do more household tasks than men (Minces, 1982). In other words, Saudi women’s social
upbringing involves them doing tasks more oriented to the home and the members of
their households, such as preparing food, cleaning the house, taking care of the children,
and running the home. Even in their formal education, females are required to take
homemaking courses at the primary, intermediate, and secondary school levels.
Acculturative Stressors Facing Saudi ESL Students in the American Mainstream
Environment
Regarding the acculturative stress factors examined in this study, the Saudi ESL
students’ responses yielded through the web-based survey and the open-ended question
suggest that academic stressors (e.g., related to admission, assignments, sponsors, and
daily time spent in the ESL institute), sociocultural stressors (e.g., growing presence of
people from the home culture, host culture competence, and religious teachings), and
perceived discrimination and rejection are the most commonly reported acculturative
stressors. In addition, the descriptive statistics indicate that the overall ratings of selfassessed acculturative stressors (male M = 2.85, SD = 0.59; female M = 2.86, SD = 0.56)
do not vary by gender. However, independent samples t-tests on each stressor to assess
whether women rated a certain stressor higher than men indicated four significant
differences. Men scored higher on items pertaining to cultural competence of the
American culture, t(1124) = 3.28, p = .001, 2 = .01, and insufficient financial resources
t(1124) = 5.18, p < .001, 2 = .02, whereas women scored higher on items pertaining to
family obligations, t(1124) = 7.93, p < .001, 2 = .05, and academic concerns, t(1124) =
4.75, p < .001, 2 = .02.
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The acculturative stressor results also indicate that the academic stressor, the
sociocultural stressor, and the perceived discrimination and rejection stressor were the
most apparent. The participants referred to these stressors via the survey questions or the
subsequent open-ended question, demonstrating that these stressors affect the participants
the most while allowing them to comment on whether they wanted to add anything else
in this regard. The results confirm the researcher’s expectations as well as the content of
the review of previous literature. As we look at these stressors, we find that they are the
most commonly mentioned in the existing literature involving most international students
in various regions of the world (Amer & Hovey, 2007; Arends-Tóth & van de Vijver,
2006; Berry, 1997, 2006; Safdar et al, 2003; Tong, 2000; Ward et al., 2001; Ying et al.,
2000). The academic stressors, for instance, occur as a result of the differences in values
and which instructional methodologies are emphasized, which differ from culture to
culture (McCargar, 1993; Smith & Khawaja, 2011). However, the Saudi students in this
study had concerns that prevented them from acculturating to the mainstream (American)
culture in several ways, including but not limited to a difference in instructional
methodologies from what they were used to in their home country, the large amount of
homework, and the long hours of classes in the language institutes. This increased the gap
in connectedness with individuals in the American society, resulting in less improvement
in their language level than they should have had and thereby making it a contributing
factor to depression and other psychological health issues (Tennant, 2002).
The sociocultural stressor was the most expected stressor given the breadth of the
cultural gap between the American and Saudi cultures. Factors such as social customs
and religious teachings are quite different between the two cultures. This is a big
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challenge for ESL students from the researcher’s point of view as well as based on the
findings of a number of studies confirming the role of sociocultural distance and how the
reduction of this distance would positively impact the SLA process (Berry et al., 1987;
Eustace, 2007; Gass & Selinker, 2008; Knowles, 2003). This incompatibility in social,
religious, and cultural values between cultures could lead ESL students to retreat into
themselves, resulting in a lack of acculturation with the L2 community and feelings of
isolation (Brisset et al., 2010; Wang & Mallinckrodt, 2006; Ying & Han, 2006).
The most important new stressor observed in this study, unlike the previous
literature, is the presence of a large number of people from the home culture in the L2
community. Many participants saw this as an obstacle to their involvement in the
American community as it slowed their acquisition of the L2. They felt this particularly
acutely because they spent a limited time in the language institutes that required intensive
acculturation with the L2 community. Similarly, religious teachings and social norms
were the most obvious sociocultural stressors in this study because many Islamic
teachings and Saudi Arabian social norms to which the students were accustomed in the
home country differ from the mainstream religious and social norms in the new
community. These norms include but are not limited to the mixing of men and women in
many official and unofficial occasions, the drinking of alcoholic beverages, men shaking
hands with women, and direct relationships between men and women. These norms form
participants’ general conception of a typical Western lifestyle, which is considered
inconsistent with the religious norms and social values of those who come from a country
like Saudi Arabia.
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The situation is the same with the perceived discrimination and rejection
acculturation stressor. The results of this study agree with those of many previous studies,
which considered this stressor to be among those most often noticed in international
students and immigrants (Hanassab, 2006; Lee & Rice, 2007; Poyrazli & Lopez, 2007).
Many students, particularly those from the Middle East but also Muslims in general,
suffer from perceived discrimination and rejection by the host community because of the
numerous geopolitical events connected with acts of terrorism, which the world is
currently experiencing more and more (Haddad, 2004; Hanassab, 2006; Lee & Rice,
2007; Poyrazli & Lopez, 2007; Shaw, 2009). These events, concurrent with some biased
media coverage, have created a direct link in people’s minds between those who belong
to Islam or the Middle East and the phenomenon of global terrorism and other negative
practices. This has helped create a misunderstanding of Islam, which has led to the
development of Westerners’ negative views of Islam or the Middle East, which in turn
often results in situations that lead to discrimination against people from those countries
(Haddad, 2004; Shaw, 2009).
Muslim students or others from the Middle East might suffer from an erroneous
explanation for all the negative behavior exhibited by some people from the host culture
and the perception of them as discriminatory, when in reality they are not so. Thus, the
researcher used the phrase “perceived discrimination and rejection” to convey that this
discrimination or rejection stems from the student’s point of view about such behavior.
The differences between male and female participants first emerged in the webbased survey instrument. The Likert-scale items show a number of statistically significant
differences. The male students tend to agree more with the questionnaire items associated
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with host cultural competence and difficult financial issues, whereas the female students
agree more with the stressors associated with family obligations and academic stressors.
Defining the sources of these kinds of differences can be challenging because, to date,
few studies have examined this subject. Female participants’ underscoring of the
importance of many family issues could result from their social upbringing in the Saudi
environment, which assigns the tasks of caring for the house and the family, including
children and the husband, primarily to women (Minces, 1982).
Regarding the differences between men and women that became evident from the
open-ended question, the female students tend to affirm sociocultural stressors connected
with social norms and religious teachings. The women tend to face more pressure from
social norms than the men and find it necessary to conform to these norms and behave
accordingly. In addition, from a religious and social perspective, some women may think
it is necessary to conform to religious teachings and social norms to avoid any negative
judgments from violating these teachings, especially those related to honor and the
protection of chastity, which are highly affirmed in the construct of a Muslim family
(Minces, 1982).
The male participants tend to mention academic stressors; this might be because
they view the sociocultural stressors as less important than women do. Thus, academic
concerns are most important to the males as they face less pressure from social and
religious norms, especially in Eastern communities.

92

Acculturative Stressors Saudi ESL Students Experience in the ESL Class
Environment
The qualitative data reveal that Saudi ESL students experienced a set of
acculturative stressors within their ESL classes pertaining to sociocultural stressors (e.g.,
home social norms, religious teachings, and the presence of people from the home
culture) and academic stressors (e.g., related to teachers, class environment, assessment
and grading, sponsors, and daily time spent in the ESL institute). The data further suggest
a remarkable gender difference in particular stressors, including academic, sociocultural,
and discrimination and rejection stressors. Male participants, for example, emphasize the
academic stressors whereas female counterparts emphasize sociocultural and
discrimination and rejection stressors.
Consistent with the researcher’s expectations, academic stressors are at the top of
the list of stressors in the ESL class setting. There are two logical reasons for this result.
First, previous studies have shown that the difference in types of instruction between
cultures is a concern for international students and might cause critical psychological
situations that prevent them from acculturating with the mainstream host culture
(McCargar, 1993; Smith & Khawaja, 2011; Tennant, 2002). Second, the question covered
the greatest acculturative stressors in the context of an ESL class environment, which
naturally led to academic concern being a primary stressor.
The sociocultural stressors are at the same level as the academic stressors. The
students found that the most prominent sociocultural aspects were religious teachings, the
presence of a large number of people from the home culture, and social norms. These
factors undoubtedly hinder students from acculturating in an L2 environment, as they are
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reminded of the huge social and religious differences between their home environment
and their current reality (Berry et al., 1987; Eustace, 2007; Gass & Selinker, 2008;
Knowles, 2003). Facing a large number of people from their home culture in students’
instructional environment is a justifiable fear. The students fear that a lot of close contact
with people from their own cultural background could cause them to miss an opportunity
to quickly acquire the English language and assimilate to American culture. As a result,
this would hinder their academic success and ability to continue their academic efforts,
given the pressures that will certainly press on them at certain predictable times.
With respect to male and female participants’ differences regarding the
acculturation stressors within the ESL class environment, male participants tend to note
academic concerns more than their female counterparts, whereas females tend to note
sociocultural stressors. This is just as evident as in the previous question regarding
acculturative stressors in all mainstream culture situations. The explanation could be that
women from Arab or Middle Eastern cultures fall to the pressure of social norms more
than men and, thus, they find it necessary to adhere to these norms and behave
accordingly (Minces, 1982). For example, some female participants noted that the
presence of Saudi men in their classes negatively affected their pursuit of acculturation to
their new instructional environment. They might have felt that they have to behave as is
expected and customary in their home culture so that they would not be victims of
negative judgment related to honor and chastity principles reaffirmed in the home culture.
Thus, women might believe that much of the religious teachings are intended to
ensure that they conform to many standards, including the way they dress, speak, cover
themselves, and avoid suspicion to prevent negative influence on their reputations. For

94

these reasons, there might be more pressures on the women as they often acculturate less
to the mainstream host culture.
Saudi ESL Students’ Perceptions of Acculturative Comfort in the ESL Class
Environment
Although a set of different stressors was found in Saudi ESL students’ responses,
the qualitative data reveal that all participants expressed overall positive perceptions of
their ESL class environment, indicating positive enactment of coping strategies. This
section discusses these findings in detail in light of previous literature on acculturation
theory.
Based on these positive attitudes connected with students’ ESL class
environment, which they generally regard as “comfortable,” this seems to reflect Berry’s
(1997) claim that we should not call acculturative stressors “culture shock” as to do so
implies that these stressors are negative stressors, leading as a whole to many
psychological disorders that could make it impossible to acculturate (Berry, 1997).
However, they can be called acculturative stressors, as this term suggests that these
stressors could also be positive and natural in the initial steps of moving toward the
mainstream host culture as well as the idea that it is possible to resist them and overcome
them over time (Berry, 1997). They can also sometimes be negative, causing
psychological strain for language students, thereby hindering their linguistic progress in
particular and academic progress in general.
Thus, the positive view of the student participants in this study toward their
instructional environment at the language institute is due to them stretching their ability
to overcome the acculturation stressors and their continued efforts to harmonize what is
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expected of them in their home environment and what is expected in their new
environment. These environments differ radically in many academic, social, cultural, and
other measures. Thus, the participants all perceived their L2 learning environment as
positive.
Practical Implications
In light of the results of the study, several implications can be drawn for a number
of agencies, whether official or volunteer, that affect the field of ESL as well as
international students. These agencies include but are not limited to agencies responsible
for international scholarship programs for Saudi students, such as the Ministry of
Education and the Saudi Arabian Cultural Mission. Despite the unlimited support that
these agencies provide for Saudi ESL students via scholarships, aspects outside their
authority must be considered, such as areas of concern (specifically family obligations)
that a number of female participants emphasized in this study, especially married women.
Some of the female ESL student participants indicated that this was due to the limited
financial allowances provided for children along with the increasing costs of preschool
daycare, which led to an increase in their household duties of childcare alongside other
family obligations and in turn negatively affected their acculturation to the L2
community. As a result, they miss desired opportunities to acquire and improve their
English language abilities and assimilation to the host culture. ESL institutes and
programs might play a role in this regard, as it is possible to create programs that address
childcare issues within the ESL institutes and programs at a reduced cost; such an
approach would enable families of ESL students to acculturate and take advantage of

96

academic and community opportunities to achieve higher rates of linguistic and cultural
improvement.
The acculturative stressor related to the increasing number (overcrowding) of
Saudi students in ESL programs affects both ESL programs and academic degree
programs at specific language institutes and specific universities. The Saudi Arabian
attachés’ offices, which are responsible for achieving a numerical balance of students in
both areas (i.e., ESL institutes and academic degrees), have taken specific measures by
preparing lists of recommended universities and language institutes. Perusing these lists
for the phrase “on hold for overcrowding” can confirm whether a hold exists in some of
these linguistic and academic programs. Despite this positive step, other measures could
be taken as well, such as publishing the number of students currently enrolled in these
institutes and academic programs along with the maximum number permitted. Students
could choose those with a smaller number of Saudis and could even be steered toward
them. In the same context, Saudi attachés have not published standards to specify a
definition for “overcrowding.” In other words, there is no published standard for those
numbers and their maximums. The students, attachés, ESL institutes, and academic
programs, whether in the United States or other countries, could work together to prevent
this phenomenon of growing numbers (overcrowding) of Saudi students, particularly in a
specific ESL institute or a specific specialty, thereby helping students to avoid losing
opportunities to improve language proficiency levels and acculturation to the host
community.
One of the important and beneficial implications of this study is training ESL
teachers in ESL institutes and programs to improve their cultural competence regarding
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the Saudi culture in particular, which can be said to have a special sociocultural character
that differs from that of many other international students. For example, in earlier stages
of their studies, Saudi students were not accustomed to coeducational classes. This does
not mean that language classes must be separated according to gender, but that there
should be an effort to organize the class in such a way as to limit direct encounters with
the opposite gender in small groups within a class in order to avoid and/or mitigate social
and religious embarrassment for the Saudi students.
It is also necessary, as some Saudi ESL student participants expressed in their
answers, to strengthen the conversation partner initiative in ESL programs throughout the
United States. Partners could be of the same gender as the student in order to avoid
embarrassment over social and religious norms. It could be also done on a free-choice
basis, as is often done. It might be worthwhile to allot modest financial fees for this
purpose, whether from the students or the sponsoring agencies responsible for the ESL
students. This would make conversation partners available at all times, with the intent of
continuing such initiatives.
Furthermore, ESL institutes and programs should activate the role of the host
families for international students and develop databases that would simplify the ability
and reachability of students to communicate with the families that want to host them.
This plays an effective and fruitful role in improving English language skills as well as
improving cultural capabilities toward the mainstream community in which they live.
There is a great need to activate the role of the counseling offices, which are
usually arms of the international offices in universities, as well as encourage staff to meet
regularly with the international students, either during class hours at the ESL institute or
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by scheduling regular appointments to investigate international ESL student problems in
acculturation with the mainstream community. Such efforts will help reach solutions to
these problems and activate the role of the counseling offices as the connecting link
between ESL students and the mainstream host community.
Limitations and Suggestions for Future Research
The inferential statistical tests conducted to answer Research Questions 1 and 2
provide support for the hypothesized relationships. Significant correlations were found
between gender and improvement in English-speaking proficiency (Research Question 1)
and between gender and level of acculturation to the mainstream culture (Research
Question 2). Although these relationships were significant, it must be noted that the data
are ultimately correlational in nature and, as such, definitive statements cannot be made
about the direction of causality between the variables. In other words, although the
present study has argued that a Saudi student’s gender causes differences in acculturation
and English-speaking proficiency, such causal statements cannot be made confidently
given the correlational data. Therefore, it would be valuable for future studies to explore
how these variables affect each other. In other words, future investigation could lead to
answers to the dilemma of which is placed ahead of the other: acculturation levels in
mainstream culture or SLA and the proficiency variable.
Another limitation is the sample selection for this study to accomplish its purpose.
The selection criteria specified ESL students’ age (between 18 and 40 years old) and
length of stay in the United States (more than 6 months). More than 13,000 ESL Saudi
students who meet these selection criteria were targeted, but only 1,126 returned
completed surveys, despite the fact that statistics indicate more Saudi ESL students than
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this study in the United States. This might mean that the results of the study do not
necessarily apply to all Saudi language students. Therefore, future research could conduct
a study that includes students who are older than 40 or those who have not spent more
than 6 months in language institutes and programs in the United States. This could yield
different results that measure the extent of improvement in English language skills and its
connection to the way those students acculturate in the mainstream culture. Studies of this
sort could also be undertaken with Saudi students who are in various specialized
academic programs in various degree programs.
Another limitation is the fact that the researcher could not personally conduct
interviews with the women in the study sample; rather, a female research assistant had to
be used due to social and religious limitations. Furthermore, the women’s voices could
not be recorded, so the method of recording observations was limited. Distributing
questions for the interview via paper could be employed in future research of this kind,
having the participants answer these questions via narration or a discourse completion
task. Thus, privacy could be protected in circumstances like these, and more could be
learned about other aspects of the results that might interest researchers without harming
the participants’ interests.
It is also important to point out that findings for improvements in the participants’
English-speaking proficiency levels were solely based on self-assessment and are not
based on actual ACTFL testing or ACTFL ratings. Future researchers in this field could
also add other measures of English-speaking proficiency improvement or other linguistic
skills, such as using the results of standardized exams (e.g., TOEFL and IELTS) or by
creating a complete standardized exam intervention, through which the researcher and
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language student can discover the rates of progress in language proficiency. Perhaps all
of these methods together could be used to achieve more accurate results.
Future research on acculturation modes and SLA or language proficiency could
also be viewed from other prominent stakeholders’ standpoints, including ESL teachers
and host community members. These individuals’ participation goes beyond the inclusion
criteria for participant selection in the current study, which measured acculturation modes
and English-speaking proficiency solely from the viewpoint of Saudi ESL students.
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)Appendix B: Survey Questionnaire (Arabic
أخي الطالب /أختي الطالبة
السالم عليكم ورحمة هللا وبركاته
بين يديك إستبانة قمت بإعدادها إلكمال متطلبات درجة الدكتوراه من جامعة ممفيس بوالية تينيسي في قسم اللغة
اإلنجليزية تحت إشراف الدكتورة إيميلي ثرش .ويهدف الباحث إلى الوصول إلى حقائق علمية حول موضوع
" ".توجهات التأقلم الثقافي لطلبة مرحلة اللغة السعوديين ومدى تأثيرها على مهاراتهم في تحدث اللغة االنجليزية
وقد تم إرسال هذه اإلستبانة إلى بريدك اإللكتروني من خالل نظام "سفير" بصفتك أحد طالب مرحلة اإلعداد اللغوي
المتواجدين في الواليات المتحدة االمريكية .وتعتبر مشاركتك في هذا اإلستبيان أمرا طوعيا واختياريا علما انه لن يتم
.جمع بياتات تتعلق بهويتك الشخصية
يستغرق إكمال هذه اإلستبانة اإللكترونية بضع دقائق ،وقد صممت بمرونة ليتسنى إكمالها مباشرة أو على مراحل
 .وقتية مختلفة حتى التتعارض مع إلتزاماتك األكاديمية أو الحياتية االخرى
ولمزيد من األسئلة واإلستفسارات إما حول بنود هذه اإلستبانة أو الدراسة عموما ،يمكنكم التواصل مع الباحث مباشرة
:إما هاتفيا أو على البريد االلكتروني

8032010851
malqarni@memphis.edu
،،شاكرا لكم حسن التعاون
علي محمد القرني

آوافق على اإلستمرار والمشاركة في هذه االستبانة
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الجزء االول :معلومات شخصية
:الجنس
ذكر
أنثى
:العمر

:حالتك اإلجتماعية في الواليات المتحدة االمريكية
أعزب
أعزب مع وجود مرافق او محرم
متزوج مع وجود العائلة
متزوج ولكن دون وجود العائلة
:وضع الطالب في الملحقية الثقافية السعودية
ملحق بالبعثة التعليمية
على الحساب الخاص
؟في أي جزء من الواليات األمريكية تقيم
واليات الشمال الشرقي (مين ،نيوهامبشاير ،فيرمونت ،ماساشوستس ،رود ايالند ،كونيكتكت ،نيويورك،
)نيوجيرسي ،بنسيلفانيا
)واليات الشرق (ديالوير ،ميريالند ،مقاطعة كولومبيا ،فيرجينيا ،فرجينيا الغربية ،كاروالينا الشمالية
واليات الوسط الغربي (أوهايو ،انديانا ،ايلينوي ،ميتشيغان ،ويسكونسون ،مينيسوتا ،ايوا ،ميسوري ،داكوتا الشمالية،
)داكوتا الجنوبية ،نيبراسكا ،كانساس
واليات الجنوب ( كاروالينا الجنوبية ،جورجيا ،فلوريدا ،كنتاكي ،تينيسي ،آالباما ،ميسيسيبي ،اركانسا ،لويزيانا،
)أوكالهوما ،تكساس
واليات الغرب (مونتانا ،ايداهو ،وايومنغ ،كولورادو ،نيومكسيكو ،اريزونا ،يوتاه ،نيفادا ،واشنطن ،أوريغون،
)كاليفورنيا ،أالسكا ،هاواي
:طبيعة المدينة التي تقيم فيها
)بلدة ريفية (يقطنها اقل من  ١٠،٠٠٠شخص
)بلدة صغيرة (يقطنها مابين  ١٠،٠٠٠الى  ٥٠،٠٠٠شخص
)مدينة صغيرة ( يقطنها مابين  ٥٠،٠٠٠الى  ١٠٠،٠٠٠شخص
)مدينة متوسطة (يقطنها مابين  ١٠٠،٠٠٠الى  ٥٠٠،٠٠٠شخص
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)مدينة كبيرة (يقطنها مابين  ٥٠٠،٠٠٠الى مليون شخص
)منطقة حضرية كبيرة (يقطنها اكثر من مليون شخص(
؟مع من تقيم
بمفردي
مع عائلتي
مع أناس من نفس خلفيتي الثقافية
مع أناس امريكيين
مع أناس من عرقية مختلفة غير األمريكية
؟

كم المدة التي قضيتها في الواليات المتحدة
أقل من  ٦اشهر
أكثر من  ٦أشهر وأقل من سنة
من سنة إلى سنة ونصف
أكثر من سنة ونصف
:الكفاءة اللغوية عند الوصول الى الواليات المتحدة ألول مرة :الجزء الثاني
؟كيف تقيس كفاءتك اللغوية في تحدث اإلنجليزية عند وصولك للواليات المتحدة ألول مرة
مبتدئ أدنى ١-
ليس للناطق في المستوى الثانوي المبتدئ األدنى مقدرة وظيفية حقيقية ،وبسبب نطقه قد ال يُفهم قوله ،لكن إذا ما
أعطي وقتا وتلميحا كافيين فقد يستطيع تبادل التحية والتعر يف بنفسه وتسمية عدد من األشياء المألوفة في بيئته
.المباشرة
مبتدئ أوسط ٢-
يتواصل المبتدئ األوسط بأدنى حدود التواصل مستخدما عددا من الكلمات المتفرقة والعبارات المحفوظة مقتصرة
.على السياق الذي اكتسبت فيه اللغة
مبتدئ أعلى ٣-
بإمكان الناطق في المستوى الثانوي ا لمبتدئ األعلى أن يؤدي عددا من المهام الخاصة بالمستوى المتوسط ،إال أنه ال
يستطيع مواصلة هذا األداء بثبات في هذا المستوى .يمكنه أن يتعامل مع بعض المهام التواصلية غير المعقدة في
مواقف اجتماعية بسيطة
متوسط أدنى ٤-
يستطيع الناطق في المستوى الثانوي المتوسط األد نى التعامل بنجاح مع عدد محدود من المهام التواصلية غير
المعقدة من خالل الخلق باللغة في مواقف اجتماعية بسيطة .يقتصر الحديث على بعض الحوارات المحسوسة
ومواضيع متوقعة ضرورية للعيش في مجتمع اللغة الهدف
متوسط أوسط ٥-
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يستطيع الناطق في المستوى الثانوي المتوسط األو سط التعامل بنجاح مع عدد من المهام التواصلية غير المعقدة في
مواقف اجتماعية بسيطة ،فحديثه محصور عادة ضمن حوارات مألوفة ومحسوسة وضرورية للعيش في مجتمع اللغة
المقصودة
متوسط أعلى ٦-
تمكن الناطق في المستوى الثانوي المتوسط األعلى من التحاور بيسر وثقة حين يتعامل مع المهام العادية والمواقف
االجتماعية الخاصة بالمستوى المتوسط ،ويستطيع أداء مهام عديدة غير معقدة بنجاح ومواقف اجتماعية تقتضي
.تبادل معلومات بسيطة تتعلق بالعمل والدراسة والهوايات واالهتمامات الخاصة والمجاالت التي يبرع فيها
متقدم أدنى ٧-
يستطيع الناطق في ا لمستوى الثانوي المتقدم األدنى التعامل مع عدد من المهام التواصلية ،ويشارك في معظم
المحادثات غير الرسمية وفي عدد محدود من المحادثات الرسمية ذات المواضيع المتعلقة بالدراسة والبيت
 .والهوايات ،ويمكنه كذلك الكالم حول مواضيع متعلقة بالعمل وأحداث الساعة واالهتمامات العامة واالجتماعية
متقدم اوسط ٨-
يستطيع الناطق في المستوى الثانوي المتقدم األوسط أن يتعامل مع عدد كبير من المهام التواصلية بيسر وثقة،
ويشارك بفاعلية في معظم الحوارات غير الرسمية وبعض الرسمية في عدد من المواضيع المحسوسة المتعلقة
.بالعمل والدراسة والمنزل والهوايات وكذلك أحداث الساعة العامة واالهتمامات الشخصية
متقدم أعلى ٩-
يتمكن الناطق في المستوى الثانوي المتقدم األعلى من أداء كافة المهام اللغوية الخاصة بالمستوى المتقدم بسهولة وثقة
وكفاية .إنه قادرعلى الشرح التفصيلي والسرد المطوّل في جميع األزمنة بدقة لغوية .باإلضافة إلى ذلك فالمتقدم
األعلى يستطيع التعامل مع مهام لغوية تخص المستوى 6المتميّز ،إال أنه غير قادر على المثابرة على هذا المستوى
.من األداء بثبات في عدد من المواضيع المختلفة
متفوق ١٠-
مع اآلخرين بلغة تتحلى بالدقة اللغوية والطالقة ،للمشاركة في الحديث يتواصل الناطق في المستوى المتفوق
.مشاركة تامة وفعالة ،ويطرق مواضيع شتى في مواقف رسمية وغير رسمية ويناقشها بالمحسوس والمجرد
متميّز ١١-
يستطيع الناطق في المستوى المتميّزاستخدام اللغة بمهارة ودقة لغوية وتم ّكن وفاعلية .يتصف بكونه مثقفا ً وبليغا ً
ويستطيع من اقشة .عدد كبير من قضايا شمولية ذات مفاهيم مجردة بصورة مالئمة من الناحية الثقافية

:الجزء الثالث :الكفاءة اللغوية الحالية
؟كيف تقيس كفاءتك اللغوية في تحدث االنجليزية في الوقت الحالي
مبتدئ أدنى ١-
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ليس للناطق في المستوى الثانوي المبتدئ األدنى مقدرة وظيفية حقيقية ،وبسبب نطقه قد ال يُفهم قوله ،لكن إذا ما
أعطي وقتا وتلميحا كافيين فقد يستطيع تبادل التحية والتعريف بنفسه وتسمية عدد من األشياء المألوفة في بيئته
.المباشرة
مبتدئ أوسط ٢-
يتواصل المبتدئ األوسط بأدنى حدود التواصل مستخدما عددا من الكلمات المتفرقة والعبارات المحفوظة مقتصرة
.على السياق الذي اكتسبت فيه اللغة
مبتدئ أعلى ٣-
بإمكان الناطق في المستوى الثانوي المبتدئ األعلى أن يؤدي عددا من المهام الخاصة بالمستوى المتوسط ،إال أنه ال
يستطيع مواصلة هذا األداء بثبات في هذا المستوى .يمكنه أن يتعامل مع بعض المهام التواصلية غير المعقدة في
مواقف اجتماعية بسيطة
متوسط أدنى ٤-
يستطيع الناطق في المستوى الثانوي المتوسط األدنى التعامل بنجاح مع عدد محدود من المهام التواصلية غير
المعقدة من خالل الخلق باللغة في مواقف اجتماعية بسيطة .يقتصر الحديث على بعض الحوارات المحسوسة
ومواضيع متوقعة ضرورية للعيش في مجتمع اللغة الهدف
متوسط أوسط ٥-
يستطيع الناطق في المستوى الثانوي المتوسط األوسط التعامل بنجاح مع عدد من المهام التواصلية غير المعقدة في
مواقف اجتماعية بسيطة ،فحديثه محصور عادة ضمن حوارات مألوفة ومحسوسة وضرورية للعيش في مجتمع اللغة
المقصودة
متوسط أعلى ٦-
تمكن الناطق في المستوى الثانوي المتوسط األعلى من التحاور بيسر وثقة حين يتعامل مع المهام العادية والمواقف
االجتماعية الخاصة بالمستوى المتوسط ،ويستطيع أداء مهام عديدة غير معقدة بنجاح ومواقف اجتماعية تقتضي
.تبادل معلومات بسيطة تتعلق ب العمل والدراسة والهوايات واالهتمامات الخاصة والمجاالت التي يبرع فيها
متقدم أدنى ٧-
يستطيع الناطق في المستوى الثانوي المتقدم األدنى التعامل مع عدد من المهام التواصلية ،ويشارك في معظم
المحادثات غير الرسمية وفي عدد محدود من المحادثات الرسمية ذات المواضيع المتعلقة بالدراسة والبيت
.والهوايات ،ويمكنه كذلك الكالم حول مواضيع متعلقة بالعمل وأحداث الساعة واالهتمامات العامة واالجتماعية
متقدم اوسط ٨-
يستطيع الناطق في المستوى الثانوي المتقدم األوسط أن يتعامل مع عدد كبير من المهام التواصلية بيسر وثقة،
ويشارك بفاعلية في معظم الحوارات غير الرسمية وبعض الرسمية في عدد من المواضيع المحسوسة المتعلقة
.بالعمل والدراسة والمنزل والهوايات وكذلك أحداث الساعة العامة واالهتمامات الشخصية
متقدم أعلى ٩-
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يتمكن الناطق في المستوى الثانوي المتقدم األعلى من أداء كافة المهام اللغوية الخاصة بالمستوى المتقدم بسهولة وثقة
وكفاية .إنه قادرعلى الشرح التفصيلي والسرد المطوّل في جميع األزمنة بدقة لغوية .باإلضافة إلى ذلك فالمتقدم
األعلى يستطيع التعامل مع مهام لغوية تخص المستوى 6المتميّز ،إال أنه غير قادر على المثابرة على هذا المستوى
.من األداء بثبات في عدد من المواضيع المختلفة
متفوق ١٠-
مع اآلخرين بلغة تتحلى بالدقة اللغوية والطالقة ،للمشاركة في الحديث يتواصل الناطق في المستوى المتفوق
.مشاركة تامة وفعالة ،ويطرق مواضيع شتى في مواقف رسمية وغير رسمية ويناقشها بالمحسوس والمجرد
متميّز ١١-
يستطيع الناطق في المستوى المتميّزاستخدام اللغة بمهارة ودقة لغوية وتم ّكن وفاعلية .يتصف بكونه مثقفا ً وبليغا ً
ويستطيع مناقشة .عدد كبير من قضايا شمولية ذات مفاهيم مجردة بصورة مالئمة من الناحية الثقافية
:الجزء الرابع :مقياس التأقلم الثقافي
يرجى اختيار رقم واحد بعد كل سؤال لكي تبيّن درجة موافقتك أو عدم موافقتك معه .بعض هذه األسئلة تشير إلى
ثقافتك األم ،أي الثقافة األصلية لعائلتك .قد تكون هذه الثقافة ثقافة البلد الذي ولدت فيه أو ثقافة البلد الذي تربيت فيه،
أو أية ثقافة أخرى متعلقة بخلفيتك العائلية .إذا تأثرت بعدة ثقافات ،اختر الثقافة التي تأثرت منها أكثر من أية ثقافة
).أخرى (مثال ،الثقافة السعودية
.أشارك كثيرا في تقاليد ثقافتي االم
9
أوافق

8

7

5

6

4

3

2

1
ال أوافق

.أشارك كثيرا في تقاليد الثقافة االمريكية
9
أوافق

8

7

5

6

4

3

2

1
ال أوافق

.من الطبيعي ان أرتبط بعالقة زوجية بشخص من ثقافتي االم
9
أوافق

8

7

5

6

4

3

2

1
ال أوافق

.كوجهة نظر) المانع من االرتباط بعالقة زوجية بشخص من الثقافة االمريكية(
9
اوافق

8

7

5

6

4

3

2

1
الاوافق

.أستمتع باألنشطة االجتماعية مع أشخاص من ثقافتي االم
9
أوافق

8

7

6

5
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4

3

2

1
ال أوافق

.أستمتع باألنشطة االجتماعية مع أشخاص امريكيين
9
أوافق

8

7

6

5

4

3

2

1
ال أوافق

.أرتاح عندما اتعامل مع أناس من ثقافتي االم
9
أوافق

8

7

6

5

4

3

2

1
ال أوافق

.أرتاح عندما اتعامل مع أناس امريكيين

9
أوافق

8

7

6

5

4

3

2

1
ال أوافق

.أستمتع بوسائل التسلية (مثل األفالم والموسيقى وشبكات التواصل االجتماعية) من ثقافتي االم
9
أوافق

8

7

6

5

4

3

2

1
ال أوافق

 .أستمتع بوسائل التسلية (مثل األفالم والموسيقى وشبكات التواصل االجتماعية) من الثقافة االمريكية
9
أوافق

8

7

6

5

4

3

2

1
ال أوافق

.أتصرف كثيرا على طريقة ثقافتي االم
9
أوافق

8

7

6

5

4

3

2

1
ال أوافق

.أتصرف كثيرا على طريقة الثقافة االمريكية
9
أوافق

8

7

6

5

4

3

2

1
ال أوافق

.من المهم بالنسبة لي المحافظة على ممارسات ثقافتي االم وتنميتها
9
أوافق

8

7

6

5

4

3

2

1
ال أوافق

.من المهم بالنسبة لي المحافظة على ممارسات الثقافة االمريكية وتنميتها
9
أوافق

8

7

6

5
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4

3

2

1
ال أوافق

.أؤيد قيم ثقافتي االم
9
أوافق

8

7

6

5

3

4

1
ال أوافق

2

.أؤيد قيم الثقافة االمريكية
9
أوافق

8

7

6

5

3

4

1
ال أوافق

2

.أستمتع بالنكت والفكاهة الصادرة من ثقافتي االم
9
أوافق

8

7

6

5

3

4

1
ال أوافق

2

.أستمتع بالنكت والفكاهة الصادرة من الثقافة االمريكية
9
أوافق

8

7

6

5

3

4

1
ال أوافق

2

.أرغب في تكوين صداقات مع أناس من ثقافتي االم
9
أوافق

8

7

6

5

3

4

1
ال أوافق

2

.أرغب في تكوين صداقات مع أناس أمريكيين
9
أوافق

8

7

6

5

3

4

1
ال أوافق

2

.الجزء الخامس :صعوبات التاقلم الثقافي
:أرجو اختيار درجة موافقتك للعبارات التالية
.أواجه صعوبة في التكيف والمشاركة في الثقافة االمريكية بسبب تدني كفاءتي اللغوية
اوافق بشدة

اوافق

محايد

الاوافق

الاوافق بشدة

.صعوبة في التكيف والمشاركة في الثقافة األمريكية بسبب تدني كفاءتي ومعرفتي بالثقافة األمريكية أواجه
اوافق بشدة

اوافق

محايد

الاوافق

الاوافق بشدة

.أواجه صعوبة في التكيف والمشاركة في الثقافة األمريكية بسبب بعض القيود الدينية
اوافق بشدة

اوافق

محايد
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الاوافق

الاوافق بشدة

أواجه صعوبة في التكيف والمشاركة في الثقافة األمريكية بسبب بعض المخاوف من القيم والقيود االجتماعية
.الموجودة في ثقافتي
اوافق بشدة

اوافق

محايد

الاوافق

الاوافق بشدة

).أواجه صعوبة في التكيف والمشاركة في الثقافة األمريكية بسبب صفاتي الشخصية (أنا انطوائي أو خجول إلخ
اوافق بشدة

اوافق

محايد

الاوافق

الاوافق بشدة

أواجه صعوبة في التكيف والمشاركة في الثقافة األمريكية بسبب االختالف الشاسع بين بعض القيم األمريكية وقيم
).ثقافتي (لم أتربَّ بهذا األسلوب وال تجذبني تلك القيم
اوافق بشدة

اوافق

محايد

الاوافق

الاوافق بشدة

.أواجه صعوبة في التكيف والمشاركة في الثقافة األمريكية بسبب المصادر المادية غير الكافية
اوافق بشدة

اوافق

محايد

الاوافق

الاوافق بشدة

.أواجه صعوبة في التكيف والمشاركة في األنشطة الثقافية األمريكية بسبب الوقت الذي أقضيه في معهد اللغة
اوافق بشدة

اوافق

محايد

الاوافق

الاوافق بشدة

.أواجه صعوبة في التكيف والمشاركة في الثقافة األمريكية خوفا من الرفض وعدم تقبلي
اوافق بشدة

اوافق

محايد

الاوافق

الاوافق بشدة

.العائلية أواجه صعوبة في التكيف والمشاركة في الثقافة األمريكية بسبب اإللتزامات
اوافق بشدة

اوافق

محايد

الاوافق

الاوافق بشدة

أواجه صعوبة في التكيف والمشاركة في الثقافة األمريكية بسبب الهموم األكاديمية ،مثل قضاء مزيد من الوقت في
.طلب القبول األكاديمي من الجامعات
اوافق بشدة

اوافق

محايد

الاوافق

الاوافق بشدة

.أواجه صعوبة في التكيف مع الثقافة األمريكية بسبب المشاكل الصحية أو اإلعاقات الجسدية
اوافق بشدة

اوافق

محايد

الاوافق

الاوافق بشدة

.أواجه صعوبة في التكيف والمشاركة في الثقافة األمريكية بسبب قلة وسائل النقل
اوافق بشدة

اوافق

محايد

الاوافق

الاوافق بشدة

.الثقافة االمريكية بسبب الوجود المتزايد ألناس من ثقافتي االم أواجه صعوبة في التكيف والمشاركة في
اوافق بشدة

اوافق

محايد
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الاوافق

الاوافق بشدة

ماهي اكثراالسباب التي برأيك تؤثر سلبا على تكيفك و مشاركتك في الثقافة األمريكية وهل هناك أسباب أخرى تود
؟إضافتها تؤثر في تكيفك و مشاركتك في الثقافة األمريكية غير تلك الموجودة باالعلى
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Appendix C: Survey Questionnaire (English)
Dear Sir/Ma’am,
I am Ali Alqarni, a Ph.D. student at The University of Memphis, Department of English.
Under the guidance of Dr. Emily A. Thrush (Professor, Department of English, The
University of Memphis), I am conducting research to explore Saudi ESL Students’
acculturative orientation and its influence on English speaking proficiency. You are
receiving this email because you are a Saudi ESL student. Your email address was
selected by the Saudi Arabian Culture Mission’s SAFEER System.
If you volunteer to take part in this study, you will be among students selected from the
Saudi Arabian Cultural Mission (SACM), which will facilitate my endeavor to
successfully complete the research on the above-cited topic. The following web-based
survey will take 10 to 15 minutes to complete. Your participation is completely
voluntary, and this study has minimal potential risk to respondents.
In collecting this data, we hope to explore whether Saudi ESL students’ acculturative
orientations are associated with their English speaking proficiency levels. The results of
the study will be beneficial for ESL teachers and students in helping future development
of successful L2 environments.
If you have any concerns and queries in regards to this research study, please feel free to
contact Ali Alqarni via malqarni@memphis.edu or call/text me at +1(803) 201-0851.
Thank you, and hopefully you will be able to spare time for this research study.
● I agree to continue and participate in this survey
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Part I: Demographics
What is your gender?
● Male
● Female
What is your age?
What is your marital status in the U.S.?
● Single
● Single accompanied with legal kin/guardian
● Married accompanied with family
● Married but without the family company
What is your SACM status?
● Fully sponsored by SACM
● Self-funded (no scholarship)
In which part of the United States do you live?
● Northeast (Maine, New Hampshire, Vermont, Massachusetts, Rhode Island,
Connecticut, New York, New Jersey, Pennsylvania)
● East (Delaware, Maryland, District of Columbia, Virginia, West Virginia, North
Carolina)
● Midwest (Ohio, Indiana, Illinois, Michigan, Wisconsin, Minnesota, Iowa,
Missouri, North Dakota, South Dakota, Nebraska, Kansas)
● South (South Carolina, Georgia, Florida, Kentucky, Tennessee, Alabama,
Mississippi, Arkansas, Louisiana, Oklahoma, Texas)
● West (Montana, Idaho, Wyoming, Colorado, New Mexico, Arizona, Utah,
Nevada, Washington, Oregon, California, Alaska, Hawaii)
What is your place of residence?
● Rural town (less than 10,000)
● Small town (between 10,000 and 50,000)
● Small city (between 50,000 and 100,000)
● Medium city (between 100,000 and 500,000)
● Large city (between 500,000 and 1 million)
● Major metropolitan area (over 1 million)
Who do you currently live with?
● By myself
● With my family
● With people of the same home culture (i.e., Arabic speakers)
● With typical North Americans
● With people of different ethnicities
How long have you been in the United States?
● Less than 6 months
● Between 6 months and less than 1 year
● Between 1 year and 1 year and 6 months (i.e., between 12 and 18 months)
● More than 1 year and 6 months (i.e., more than 18 months)
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Part II: English language proficiency UPON ARRIVAL TO THE UNITED
STATES FOR THE FIRST TIME
Below, please indicate what your English language proficiency was when you first
arrived to the United States.
● 1: NOVICE - LOW
Speakers at the Novice Low sublevel have no real functional ability and, because
of their pronunciation, may be unintelligible. Given adequate time and familiar
cues, they may be able to exchange greetings, give their identity, and name a
number of familiar objects from their immediate environment.
● 2: NOVICE - MID
Speakers at the Novice Mid sub-level communicate minimally by using a number
of isolated words and memorized phrases limited by the particular context in
which the language has been learned.
● 3: NOVICE - HIGH
Speakers at the Novice High sub-level are able to handle a variety of tasks
pertaining to the Intermediate level, but are unable to sustain performance at that
level. They are able to manage successfully a number of uncomplicated
communicative tasks in straightforward social situations.
● 4: INTERMEDIATE - LOW
Speakers at the Intermediate Low sub-level are able to handle successfully a
limited number of uncomplicated communicative tasks by creating with the
language in straightforward social situations. Conversation is restricted to some of
the concrete exchanges and predictable topics necessary for survival in the targetlanguage culture.
● 5: INTERMEDIATE - MID
Speakers at the Intermediate Mid sub-level are able to handle successfully a
variety of uncomplicated communicative tasks in straightforward social
situations. Conversation is generally limited to those predictable and concrete
exchanges necessary for survival in the target culture.
● 6: INTERMEDIATE - HIGH
Intermediate High speakers are able to converse with ease and confidence when
dealing with the routine tasks and social situations of the Intermediate level. They
are able to handle successfully uncomplicated tasks and social situations requiring
an exchange of basic information related to their work, school, recreation,
particular interests, and areas of competence.
● 7: ADVANCED - LOW
Speakers at the Advanced Low sub-level are able to handle a variety of
communicative tasks. They are able to participate in most informal and some
formal conversations on topics related to school, home, and leisure activities.
They can also speak about some topics related to employment, current events, and
matters of public and community interest.
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● 8: ADVANCED - MID
Speakers at the Advanced Mid sublevel are able to handle with ease and
confidence a large number of communicative tasks. They participate actively in
most informal and some formal exchanges on a variety of concrete topics relating
to work, school, home, and leisure activities, as well as topics relating to events of
current, public, and personal interest or individual relevance.
● 9: ADVANCED - HIGH
Speakers at the Advanced High sub-level perform all Advanced-level tasks with
linguistic ease, confidence, and competence. They are consistently able to explain
in detail and narrate fully and accurately in all time frames. In addition, Advanced
High speakers handle the tasks pertaining to the Superior level but cannot sustain
performance at that level across a variety of topics.
● 10: SUPERIOR
Speakers at the Superior level are able to communicate with accuracy and fluency
in order to participate fully and effectively in conversations on a variety of topics
in formal and informal settings from both concrete and abstract perspectives.
● 11: DISTINGUISHED
Speakers at the Distinguished level are able to use language skillfully, and with
accuracy, efficiency, and effectiveness. They are educated and articulate users of
the language. They can reflect on a wide range of global issues and highly
abstract concepts in a culturally appropriate manner.
Part III: English language proficiency AT THE PRESENT
Below, please indicate what your English language proficiency is at the present.
● 1: NOVICE - LOW
Speakers at the Novice Low sublevel have no real functional ability and, because
of their pronunciation, may be unintelligible. Given adequate time and familiar
cues, they may be able to exchange greetings, give their identity, and name a
number of familiar objects from their immediate environment.
● 2: NOVICE - MID
Speakers at the Novice Mid sub-level communicate minimally by using a number
of isolated words and memorized phrases limited by the particular context in
which the language has been learned.
● 3: NOVICE - HIGH
Speakers at the Novice High sub-level are able to handle a variety of tasks
pertaining to the Intermediate level, but are unable to sustain performance at that
level. They are able to manage successfully a number of uncomplicated
communicative tasks in straightforward social situations.
● 4: INTERMEDIATE - LOW
Speakers at the Intermediate Low sub-level are able to handle successfully a
limited number of uncomplicated communicative tasks by creating with the
language in straightforward social situations. Conversation is restricted to some of
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the concrete exchanges and predictable topics necessary for survival in the targetlanguage culture.
● 5: INTERMEDIATE - MID
Speakers at the Intermediate Mid sub-level are able to handle successfully a
variety of uncomplicated communicative tasks in straightforward social
situations. Conversation is generally limited to those predictable and concrete
exchanges necessary for survival in the target culture.
● 6: INTERMEDIATE - HIGH
Intermediate High speakers are able to converse with ease and confidence when
dealing with the routine tasks and social situations of the Intermediate level. They
are able to handle successfully uncomplicated tasks and social situations requiring
an exchange of basic information related to their work, school, recreation,
particular interests, and areas of competence.
● 7: ADVANCED - LOW
Speakers at the Advanced Low sub-level are able to handle a variety of
communicative tasks. They are able to participate in most informal and some
formal conversations on topics related to school, home, and leisure activities.
They can also speak about some topics related to employment, current events, and
matters of public and community interest.
● 8: ADVANCED - MID
Speakers at the Advanced Mid sublevel are able to handle with ease and
confidence a large number of communicative tasks. They participate actively in
most informal and some formal exchanges on a variety of concrete topics relating
to work, school, home, and leisure activities, as well as topics relating to events of
current, public, and personal interest or individual relevance.
● 9: ADVANCED - HIGH
Speakers at the Advanced High sub-level perform all Advanced-level tasks with
linguistic ease, confidence, and competence. They are consistently able to explain
in detail and narrate fully and accurately in all time frames. In addition, Advanced
High speakers handle the tasks pertaining to the Superior level but cannot sustain
performance at that level across a variety of topics.
● 10: SUPERIOR
Speakers at the Superior level are able to communicate with accuracy and fluency
in order to participate fully and effectively in conversations on a variety of topics
in formal and informal settings from both concrete and abstract perspectives.
● 11: DISTINGUISHED
Speakers at the Distinguished level are able to use language skillfully, and with
accuracy, efficiency, and effectiveness. They are educated and articulate users of
the language. They can reflect on a wide range of global issues and highly
abstract concepts in a culturally appropriate manner.
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IV: Level of Acculturation
Please circle one of the numbers to the right of each question to indicate your degree
of agreement or disagreement.
Many of these questions will refer to your home culture, meaning the original
culture of your family. It may be the culture of your birth, the culture in which you
have been raised, or any culture in your family background. If there are several,
pick the one that has influenced you most (e.g. Saudi culture).
I often participate in my home cultural traditions.
1
Disagree

2

3

4

5

6

7

8

9
Agree

7

8

9
Agree

6

7

8

9
Agree

6

7

8

9
Agree

I often participate in mainstream American cultural traditions.
1
Disagree

2

3

4

5

6

I would be willing to marry a person from my home culture.
1
Disagree

2

3

4

5

I would be willing to marry an American person.
1
Disagree

2

3

4

5

I enjoy social activities with people from the same home culture as myself.
1
Disagree

2

3

4

5

6

7

8

9
Agree

7

8

9
Agree

I enjoy social activities with typical American people.
1
Disagree

2

3

4

5

6

I am comfortable interacting with people of the same home culture as myself.
1
Disagree

2

3

4

5

6

7

8

9
Agree

7

8

9
Agree

I am comfortable interacting with typical American people.
1
Disagree

2

3

4

5
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6

I enjoy entertainment (e.g. movies, music, social networks) from my home culture.
1
Disagree

2

3

4

5

6

7

8

9
Agree

7

8

9
Agree

6

7

8

9
Agree

6

7

8

9
Agree

I enjoy American entertainment (e.g. movies, music, social networks).
1
Disagree

2

3

4

5

6

I often behave in ways that are typical of my home culture.
1
Disagree

2

3

4

5

I often behave in ways that are typically American.
1
Disagree

2

3

4

5

It is important for me to maintain or develop the practices of my home culture.
1
Disagree

2

3

4

5

6

7

8

9
Agree

It is important for me to maintain or develop American cultural practices.
1
Disagree

2

3

4

5

6

7

8

9
Agree

5

6

7

8

9
Agree

5

6

7

8

9
Agree

6

7

8

9
Agree

I believe in the values of my home culture.
1
Disagree

2

3

4

I believe in mainstream American values.
1
Disagree

2

3

4

I enjoy the jokes and humor of my home culture.
1
Disagree

2

3

4

5
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I enjoy white American jokes and humor.
1
Disagree

2

3

4

5

6

7

8

9
Agree

6

7

8

9
Agree

6

7

8

9
Agree

I am interested in having friends from my home culture.
1
Disagree

2

3

4

5

I am interested in having American friends.
1
Disagree

2

3

4

5

PART V: Acculturation Stressors
Please indicate your level of agreement with the following statements.
I have difficulty adjusting to American culture due to my low linguistic competence.
Strongly Disagree
Disagree
Neutral
Agree
Strongly Agree
I have difficulty adjusting to American culture due to my low cultural competence
of the American culture.
Strongly Disagree
Disagree
Neutral
Agree
Strongly Agree
I have difficulty adjusting to American culture due to some of my religion’s
restrictions.
Strongly Disagree
Disagree
Neutral
Agree
Strongly Agree
I have difficulty adjusting to American culture due to some fears of my culture’s
norms and restrictions.
Strongly Disagree
Disagree
Neutral
Agree
Strongly Agree
I have difficulty adjusting to American culture due to my personal attachment
preferences (I’m an introvert, I'm shy, etc.)
Strongly Disagree
Disagree
Neutral
Agree
Strongly Agree
I have difficulty adjusting to American culture because some American cultural
values are different from my own culture’s values (i.e., this is not the way I was
raised, I’m not attracted)
Strongly Disagree
Disagree
Neutral
Agree
Strongly Agree
I have difficulty adjusting to American culture due to insufficient financial
resources.
Strongly Disagree
Disagree
Neutral
Agree
Strongly Agree
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I have difficulty adjusting to American culture due to the time devoted to the ESL
classes.
Strongly Disagree
Disagree
Neutral
Agree
Strongly Agree
I have difficulty adjusting to American culture due to discrimination or rejection.
Strongly Disagree
Disagree
Neutral
Agree
Strongly Agree
I have difficulty adjusting to American culture due to family obligations.
Strongly Disagree
Disagree
Neutral
Agree
Strongly Agree
I have difficulty adjusting to American culture due to academic concerns (i.e., due to
spending a lot of time on searching for admission).
Strongly Disagree
Disagree
Neutral
Agree
Strongly Agree
I have difficulty adjusting to American culture due to health problems or physical
disabilities.
Strongly Disagree
Disagree
Neutral
Agree
Strongly Agree
I have difficulty adjusting to American culture due to the lack of personal or public
transportation.
Strongly Disagree
Disagree
Neutral
Agree
Strongly Agree
I have difficulty adjusting to American culture due to the growing presence of
people of my home culture.
Strongly Disagree
Disagree
Neutral
Agree
Strongly Agree
Below, please describe what difficulties and stressors have most affected your ability
to adjust to American culture. Also, please describe what other difficulties and
stressors have affected your ability to adjust to American culture other than those
mentioned above.
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Appendix D: Informed Consent Form
Consent to Participate in a Research Study
Saudi ESL Students’ Acculturative Orientations and their Influence on their
English Speaking Proficiency
IRB ID: #3808
Dear student,
You have been invited to take part in a research study about Saudi ESL students’
acculturative orientations and their influence on their English speaking proficiency. You
are invited to take part in this research because you meet the study’s pre-determined
criteria. If you volunteer to take part in this study, you will be among students selected
from the Saudi Arabian Cultural Mission (SACM) and the Intensive English for
Internationals at the University of Memphis who will help the researcher to successfully
complete the research on the above-cited topic. Please read the information provided in
this document carefully and take your time in making your decision. If there is any word
or information that you do not understand, please ask your instructor or me.
I am Ali Alqarni, a graduate student at the University of Memphis, Department of
English, being guided in this research by Professor. Emily Thrush, Department of English
at the University of Memphis. There may be other people on the research team assisting
at different times during the study.
Purpose of the Study
In doing this study, the researcher hopes to explore whether or not the Saudi ESL
students’ acculturative orientations are correlated with their English speaking proficiency
levels. This study is anticipated to be beneficial for ESL teachers and ESL students to
develop a successful L2 environment.
Research Procedure
As a volunteer participant in this study, you will be asked to either fill out a web-based
survey or participate in an interview. The web-based survey may take between 10-15
minutes to be completed. If you are selected for the interview part of this study, there will
be individual interview that may last between 30-45 minutes. This participation in the
interview is based on your willingness. All these questionnaires and interviews will be in
written forms. Your sole participation in this research study is based on your voluntary
consent as a participant.
As a volunteer participant in this research study, you are expected to understand the
following:
a) You have the right to decide not to participate in this study on any point during
any designated research activity or withdraw from the study at any time. Partial
refusals to participation in the research activities or complete withdrawal from
this study at any point will be treated as a discretion of the participant(s) and will
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involve no penalty or loss of benefits to which the subject or participant is
otherwise entitled.
b) The researcher is bound to adhere to your decision and make sure that your
decision will not lead to any penalty or loss of benefit and confirm that there are
no adverse consequences (physical, social, economic, legal or psychological) for a
subject’s decision to withdraw from the research at any point.
c) If the researcher wants to publish the findings of his research, he is bound to keep
your identity as confidential and any kind of information will not be disclosed to
anyone.
d) Although interviews will take place with pseudonyms chosen either by the by the
participants or assigned by the researcher but the researcher will request the
participants not to disclose identity of the co-participants. The researcher
however, cannot guarantees disclosure of the identity of the participants to a
second party by any participant.
By signing this document of consent you are voluntarily granting permission to the
researcher, Ali Alqarni, that all the data collected, questionnaires and interviews, will be
kept confidential. All the data collected for this study will be kept locked under the strict
supervision of the researcher in private and personal locker(s) at home. The soft copies of
the data will be kept on a password-protected computer and the researcher will not leave
his computer or drive(s) unattended. Moreover, the researcher expects that you are not in
a situation where this research study may affect your health, studies, and identity and you
might be excluded from volunteering in such circumstances.
The researcher hopes to conduct this research study either through a link sent to you to
access a web-based survey or an interview at the Intensive English for Internationals
(IEI) at the University of Memphis. The data will be collected from the Saudi ESL
students who have completed, at least, 6 months in the U.S. All the arrangements and
facilities that you need for participation in this study will be provided by the researcher
through the collaboration of the Saudi Arabian Cultural Mission officials and the
Intensive English for Internationals (IEI) director and instructors.
As this study is based on questionnaires and interviews, there are no potential risks for
you as a participant. Moreover, the information you provide voluntarily will be kept
confidential and used only for this research study. This study will offer an opportunity for
you as a participant to express your perceptions and attitudes that will help understand the
influence of ESL students’ acculturative orientations and stressors on their English
speaking proficiency. In addition, you will have first-hand experience if you conduct
research in future. Above all, this study will serve for the betterment of selecting the
effective approaches that could potentially help develop the process of acculturation and
L2 (speaking) skills of Saudi students in the U.S. Your perceptions will benefit ESL
programs’ administrators and instructors about the cultural standings of Saudi ESL
students, which will subsequently, help those ESL programs as well as Saudi students to
develop a successful L2 environment.
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Risks or Discomfort
This research is considered to be minimal risk. That means that the risks associated with
this study are the same as what you face every day. There are no known additional risks
to those who take part in this study.
Confidentiality
I must keep your study records, the questionnaires and interviews as confidential as
possible. However, certain people may need to see your study records. By law, anyone
who looks at your records must keep them completely confidential. The only people who
will be allowed to see these records are the researcher and his advisor. More importantly,
I may publish this study. If I do so, I will not let anyone know your name or who you are.
Voluntary Participation/Withdrawal
You should only participate in this study if you want to volunteer. You should not feel
that there is any pressure to take part in the study, to please the investigator or your
instructor. You are free to participate in this research or withdraw at any time. There will
not be any penalty or any loss of benefits when the subjects withdraw or decide not to
participate.
Questions and Concerns
For any concerns and queries with regard to this research study, please let me know via
malqarni@memphis.edu or contact me at (803) 201-0851 or if you have questions about
your rights as a research subject, contact Chris Whitehead, Administrator for the
Institutional Review Board for the Protection of Human Subjects either via email at
irb@memphis.edu or by phone at (901) 678-2705 or both. You can also contact Dr.
Emily Thrush, the advisor for this study at (901) 678-4215 or ethrush@memphis.edu or
both.
By signing this form, you acknowledge that you understand the nature of the study, the
potential risks to you (if any) as a participant, and the means by which your identity will
be kept confidential. Your signature on this form also indicates that you are 18 years old
or older, and that you give your permission to voluntarily serve as a participant in the
study described and to digitally record your short interview.
Thank you for volunteering and I appreciate your efforts for sparing time for this research
study.
Sincerely,
Ali Alqarni
Graduate student, Applied Linguistics
The University of Memphis, TN, USA
_________________________________________
Signature of person agreeing to take part in the study
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______________
Date

_________________________________________
Printed name of person agreeing to take part in the study

______________
Date

_________________________________________
Name of [authorized] person obtaining informed consent

______________
Date
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Appendix E: Permissions to Use Copyrighted Materials
E.1. Email: Request to Use Copyrighted Materials (Vancouver Index of
Acculturation)
Dear Drs. Ryder, Alden, and Paulhus:
I am Ali Alqarni, a PhD student in the English Department at the University of
Memphis. I am currently working on my dissertation project, titled “Saudi ESL
Students’ Acculturative Orientations and their Influence on their English Speaking
Proficiency.” In developing my research methods, I have found the Vancouver Index of
Acculturation. I believe this work would add depth to the understanding of acculturative
styles for the sample I have selected, which are Saudi ESL students in the U.S. I would
like also to point out that the VIA was translated into Arabic through a certified translator
and, then, went through a back translation process to ensure accuracy of translation. This
certified translation is because the whole survey was administered in Arabic. Honestly,
I’m sending this email after collecting my data with no idea that I should’ve contacted
any copyrighted material holders before proceeding with data collection. I believe that
you hold the copyright to this work; therefore, I am seeking your permission to use the
material from the VIA in my dissertation, bringing to your attention that I cited the
authors, the title, and the publisher in all my academic endeavors in this project as
follows:
Ryder, A. G., Alden, L., & Paulhus, D. L. (2000). Is acculturation unidimensional
or bidimensional?: A head-to-head comparison in the prediction of demographics,
personality, self-identity, and adjustment. Journal of Personality and Social
Psychology, 79, 49–65.
The need to use this material began January 1, 2016, and will end August 30,
2016. Please find an attached file on how VIA was used in my survey. Your consent to
my request would be greatly appreciated. If you need additional information, please do
not hesitate to contact me. Proper acknowledgement of title, author, copyright owner, and
copyright date will be given. Would you kindly indicate your permission below and
return this request? Please make a copy for your records.
Sincerely,
Ali Alqarni
Department of English – University of Memphis

Dear Mr. Alqarni,
We chose to put the complete scale in the appendix of our paper to encourage
researchers to use it freely, so this is no problem at all. If in the future you publish
this work in an academic journal, I would appreciate it if you could send me copy.
Regards,
Andrew Ryder
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E.2. Permission to Use ACTFL Proficiency Guidelines 2012

June 20, 2016
The ACTFL Proficiency Guidelines 2012 are in the public domain
and may be used for non-profit educational purposes without
permission provided that they are quoted without alteration and
credited to the American Council on the Teaching of Foreign
Languages (ACTFL).
Mr. Ali Alqarni’s references to the ACTFL Proficiency
Guidelines are in compliance with the requirements for inclusion
in a dissertation.
Dr. Elvira Swender, Director
ACTFL Professional Programs
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